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THE LONG-TERM EFFECTIVENESS OF THE READING RECOVERY PROGRAM 
ABSTRACT 
This study compared the sustained effects of the Reading Recovery (RR) 
Program through the fourth grade. The research compared the reading performance of 
1991-92 RR students who were discontinued with 4th grade-age students who received 
Chapter I services. The accessible population included 16 RR students matched with 16 
comparison students on six variables: age, gender, ethnic identity, grade, and first grade 
CogAT score. 
The two groups were assessed on five variables: Text reading level; the ITBS 
vocabulary, comprehension, and spelling subtests; and frequency of placement in special 
education. Using a nonequivalent-comparison group design, data were analyzed by the t-
test, the chi-square, and Mann-Whitney U test. Five hypotheses were tested at the .05 
significance level. Several limitations should be considered when interpreting the results 
of this study. A small accessible population (n = 16) in one school system formed the 
experimental group. The post-test only design matched subjects to create a comparison 
group that was post-hoc, nonequivalent in nature. 
Student achievement of the nonequivalent groups was compared on a number of 
variables that included reading comprehension, reading vocabulary, spelling, text reading 
level, and placement in special education. The standardized tests and oral reading test 
found no statistical significant differences between the two groups on any of the 
dependent variables. The findings suggest that future research should investigate the 
effect of continued support and monitoring of RR students beyond the first grade in 
sustaining learning gains. 
M. JAN ROZZELLE 
SCHOOL OF EDUCATION 
THE COLLEGE OF WILLIAM AND MARY IN VIRGINIA 
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CHAPTER! 
Introduction 
Each year an increasingly diverse population of children enter public 
schools and encounter difficulties learning to read. Many of these children are 
born in poverty and come to school with little desire for or knowledge of literacy 
(Hiebert, 1991). These children are often retained and referred to Chapter I, 
special education, or some other form of remediation. Although children of 
poverty are most likely to experience failure in school, children from middle-class 
families fail in school also. The common explanation for failure of both groups 
of children is that they have trouble learning to read. 
In 1984, Barr predicted in the Handbook of Reading Research that the 
problem of facilitating the "learning of low-aptitude children" (p. 574) would 
continue to be the focus of much research. A decade later, the number of children 
at risk of failure continues to increase as financial resources for educating at-risk 
children continue to decrease (Hodgkinson, 1988). Over the next 20 years, the 
estimated number of at -risk children of poverty and minority status will increase 
by 37% (Pallas, Natriello, & McDill, 1989). According to National Assessment 
of Educational Progress (NAEP), 43% of all nine-year-olds and 69% of their 
African-American peers cannot read at a basic level as reported in the Reading 
Report Card for the Nation and the States (Mullis, Campbell, & Farstrup, 1992). 
While the rate of increase in reading and writing achievement of minority students 
has been greater than that of white students, and both have increased during the 
past decade, neither group is performing well. 
Because there is no agreement on how literacy should be defined, there is 
disagreement on whether there are 2 million, 27 million, or 60 million 
functionally illiterate Americans (Venezky, Wagner, & Ciliberti, 1990). Millions 
of dollars are spent on public education, and then millions more on remedial 
Reproduced with permission of the copyright owner.  Further reproduction prohibited without permission.
programs in business, industry, and higher education to teach skills not learned in 
schools. Although literacy does not guarantee realization of the American dream 
of "health, wealth, and happiness" (p. 73), literacy does provide a foundation for 
pursuing these goals as does a high school diploma. 
Approximately 500,000 students leave junior high or high schools each 
year never to graduate (Natriello, McDill, & Pallas, 1990). This drop-out 
problem costs the country about $50 billion each year in lost lifetime earnings 
alone as well as in increased welfare costs and crime. Keeping a student in 
school by providing quality education that will prepare him or her for the world of 
work is much more cost effective than providing welfare payments to dropouts 
who largely dropped out because of problems learning to read. 
Although the continuing problem of poor readers in the primary grades is 
pervasive, the typical prescriptions have not begun to solve the problem. 
Traditionally, educators have prescribed retention or remediation for children who 
experienced difficulty in learning to read in the first grade. Research on the 
effects of remediation and retention has not demonstrated positive results. The 
need remains for research to identify literacy programs that are effective in 
decreasing failing because of reading problems. 
Remedial programs, such as Chapter I, have not been successful in 
closing the gap between the achievement and grade placement of at-risk children. 
6.2 billion dollars were budgeted for Chapter I programs nationally in 1992-1993 
(LeTendre, 1991). Even though billions of federal dollars have funded Chapter I 
and special education programs in most school districts across the country, the 
problem remains (Allington & MeGill-Franzen, 1989). There is evidence that 
children seldom catch up with their peers and remediation can slow down 
instruction (Savage, 1987). It appears that once children are identified and placed 
2 
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in remedial programs or special education, they usually remain in that program 
throughout their schooling (Allington & MeGill-Franzen, 1989). 
According to the Center for Policy Research in Education (1990), the 
wide-spread practice of grade retention is popular with the public because many 
view it as an indicator of rigorous standards. This research synthesis found that 
54 out of 63 controlled studies determined that children who were retained did not 
perform better when they progressed to the next grade and would have done 
better if they had not been retained. Furthermore, retained children were more 
likely to have poorer attendance, poorer attitudes toward school, and poorer 
performance than matched controls. 
Recent research on another approach, early intervention, focuses on 
addressing reading difficulties as soon as they occur "to prevent snowballing of 
weaknesses" (Chall, Jacobs, & Baldwin, 1990, p. 166). Chall et al. found that 
children who experience reading problems early may lag six months behind their 
peers at the fourth grade level and two to three years behind at the middle school 
level. Other researchers have found that early intervention can yield economic 
benefits by reducing the need for compensatory and special education (Dyer, 
1992), reducing delinquency and crime, and increasing employment potential 
(Barnett & Escobar, 1987). Since our society expects children to read in the first 
grade, most of the current early intervention programs for reading target first 
grade students (Hiebert & Taylor, 1994). However, researchers and policy 
makers continue to ask the difficult question posed by decades of research on the 
Head Start Program: Can gains realized in early intervention programs be 
sustained to avoid a fading effect beyond the third grade? (Natriella et al., 1990}: 
Stanovich (1986) described the consequences of an initial problem in 
learning to read on subsequent development using the metaphor of the Matthew 
Effect: the rich get richer and the poor get poorer. Discussion on what works 
3 
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with poor readers has continued while the debate over beginning reading methods 
has increased (Juel, 1991). The debate has shifted from whether or not to teach 
phonics to how phonics is taught: by systematic and direct instruction or 
integrated within meaningful reading and writing contexts (Adams, 1990; 
Anderson, Hiebert, Scott, & Wilkinson, 1985). Research on preschool children 
has recognized that literacy is emergent (Teal & Sulzby, 1986) and represents a 
developmental process. Children come to school with literacy experiences, 
abilities, and strategies and are already active constructors of meaning. 
Reading or language acquisition is a complex process, and sifting through 
and sorting the volumes of research on reading is difficult. Because of a 
polarization of viewpoints, there is not one generally accepted model of reading 
acquisition that explains and represents current theories (Juel, 1991). According 
to Juel, most of the research in the previous decades centered on what teachers 
should do instructionally rather than on what actually happens in a child's head 
during the process of learning to read. 
Juel (1991) reviewed reading acquisition and organized current research-
based models into two categories: nonstage models of reading acquisition and 
stage models of reading acquisition. The two types of models are similar in that 
the goal of both the nonstage and stage models is the construction of meaning. In 
addition, there is general agreement that children's literacy is emergent and that 
before formal instruction begins "important development is going on" (Sulzby, 
1994, p. 272) in preschool children. 
One program that seeks to prevent reading difficulties in the first grade is 
Reading Recovery (RR). The Reading Recovery Program was developed in New 
Zealand by Marie Clay, an educational researcher. Ohio State University 
educators, in collaboration wit.lJ the Ohio Department of Education and the 
Coiumbus Public Schools, brought the program to the United States in 1984 
4 
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when they invited Clay to train a group of Columbus public school teachers. In 
1987, the U.S. Department of Education's National Diffusion Network (NDN) 
supported the adoption of Reading Recovery across the country by selecting the 
program as a developer or demonstrator project. Reading Recovery operated in 
43 states and 5, 657 schools with approximately 60,000 children served in 1993-
94 (Pinnell, Lyons, & Deford, 1994). This one-to-one tutoring model provides 
intense daily intervention to the lowest achieving children in the first grade. The 
goal of the program is to bring identified students up to the achievement level of 
average first grade students so that the progress of RR students is not only 
accelerated in the first grade but continues in following years. 
Statement of the Problem 
The purpose of this study was to examine the sustained effects of the 
Reading Recovery Program through fourth grade by evaluating the achievement 
of fourth grade age students who received Reading Recovery instruction in the 
first grade. To this end, the reading achievement of 1991-92 Reading Recovery 
students who successfully completed the program and were detennined to be at 
the average reading level of their peers was compared with the reading 
achievement of fourth grade students who did not receive Reading Recovery 
services. 
Research Questions 
Specifically, the study was designed to address the following research 
questions: 
1 . How do fourth-grade Reading Recovery students and control 
students compare on reading performance as measured by a 
standardized test and an oral reading test? 
2. How do fourth-grade Reading Recovery students and control 
students compare on vocabulary acquisition? 
5 
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3. How do fourth-grade Reading Recovery students and control 
students compare on their knowledge about spelling? 
4. Is there a difference in the proportion of Reading Recovery 
students who are retained in grades one through three and the 
proportion of comparison students retained? 
5 . Is there a difference in the proportion of Reading Recovery 
students in the ftrst grade cohort in 1991-92 who are placed in 
the special education program in grades one through three and 
the proportion of comparison students placed in the special 
education program? 
Research Hypotheses 
Hypothesis 1: The text reading level scores of the RR group who successfully 
completed the RR program in the flfst grade will be significantly higher than the 
text reading level of students in the comparison group. 
Hypothesis 2: The reading vocabulary achievement of the experimental group 
who successfully completed the RR program in the first grade will be significantly 
higher than scores of students in the comparison group as measured by the Iowa 
Test of Basic Skills (ITBS). 
Hypothesis 3: The reading comprehension scores of the experimental group who 
successfully completed the RR program in the flfst grade will be significantly 
higher than scores of students in the comparison group as measured by the Iowa 
Test of Basic Skills (ITBS). 
Hypothesis 4: The standardized spelling scores of the experimental group who 
successfully completed the RR program in the first grade will be significantly 
higher than scores of students in the comparison group as measured by the Iowa 
Test of Basic Skills (ITBS). 
6 
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Hypothesis 5: The proportion of Reading Recovery students in the first grade 
cohort in 1991-92 who are retained in grades one through three will be 
significantly less than the proportion of comparison students retained in grades 
one through three. 
Hypothesis 6: The proportion of Reading Recovery students in the first grade 
cohort in 1991-92 who are placed in special education in grades one through three 
will be significantly less than the proportion of comparison students placed in the 
special education program. 
Qperational Definitions 
To better understand the statement of the problem and the research 
hypotheses, the following terms relevant to this proposed research are defined. 
Reading Recovezy Students 
These include 16 third and fourth grade students who received Reading 
Recovery tutoring during the first-grade year and were officially released, 
"discontinued," and those who were tutored until the end-of-the school year and 
met the criteria used for successfully completing the program (Clay, 1993). 
Comparison Group Students 
Comparison students were fourth grade age students who were in the 
bottom 20% of the regular classroom in reading achievement but received no 
Reading Recovery intervention in first grade. Instead, these students received 
Chapter I services. 
Reading comprehension 
Reading is the process of constructing meaning through the dynamic 
interaction among the reader's existing knowledge, the information suggested by 
the written language, and the context of the reading situation (Reading redefined, 
1984). In other words, comprehension is a process by which the reader 
constructs meaning by interacting with the text (Anderson & Pearson, 1984). 
7 
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Spelling 
Spelling behavior is characterized as a developmental process where 
spelling emerges through active engagement in reading and writing. Spelling 
development draws upon several sources: alphabetic letters, the orthographic 
system, and word recognition memory. Spelling in this study assessed students' 
ability to identify words that were spelled incorrectly, or words with letters in an 
unacceptable order. 
Vocabulazy 
Vocabulary knowledge was evaluated as word recognition, the process of 
determining the meaning of words in written or printed form (Harris & Hodges, 
1981). Word knowledge was assessed using a multiple-choice test that measured 
knowledge of word meaning by recognition of synonyms and definitional 
phrases. 
Text reading level 
The running record is an individually administered oral reading test in 
which children are asked to read passages or texts that are progressively more 
difficult in order to determine the text reading level of a child. This text reading 
level is the level of text that the child can read at 90% accuracy (Clay, 1991). 
Reading Recovery Instruction. 
This program identifies the poorest readers in the ftrst grade and provides 
one-to-one lessons for 30 minutes each day. The lesson format has four basic 
parts: (a) the student rereads one or more familiar books to practice using 
strategies learned and to gain fluency, (b) the student reads a newly introduced 
book and the teacher takes a "running record" that identifies the student's use of 
strategies with that book, (c) the student writes and then reads one or two 
sentences with teacher assistance if needed, and (d) the teacher introduces and 
reads a new story, or book, to the student (Clay, 1993). 
8 
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Limitations of the Study 
The first limitation is derived from the fact that this research study was 
limited to one school district in central Virginia where Reading Recovery was in 
its second year when the subjects received the tutoring intervention. Secondly, 
the comparison group may have received a derivation of Reading Recovery 
instruction. All of the 16 comparison students received Chapter I instruction 
during their first grade year from teachers who were also RR teachers. The 
diffusion of treatment of Reading Recovery strategies may have contaminated the 
results. 
Because the district had just six Reading Recovery teachers in 1991-1992, 
there were only 22 students who were successfully discontinued from the 
program. With such a small accessible population, random selection was not an 
option for the researcher. All fourth-grade age Reading Recovery students who 
were still in the school system and whose parents or guardian gave consent were 
included in the study (n = 16). This post-test only design matched subjects to 
create a comparison group that was post hoc, nonequivalent in nature. 
Theoretically, the students identified for Reading Recovery instruction while first 
grade students represented the bottom 20% of their first grade cohort according to 
selection guidelines of Reading Recovery (Clay, 1991). Therefore, all other first 
grade students, including students in the comparison group, could have been at a 
higher academic performance level in reading. 
Confounding variables over the years such as classroom methodology and 
curricular experiences, individual development and motivation, home or parental 
support, frequency of absenteeism of students while in Reading Recovery, and 
teacher-pupil ratio may also have had an effect. 
9 
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Significance of the Study 
Rossi and Stringfield (1995) stated that the future of our country depends 
on improving the education of students who are at risk of failure. First of all, 
reading and reasoning are essential for transmitting societal values, mores, and 
belief systems. Second, democracy is dependent upon citizens being able to read 
and evaluate in order to participate in important issues and debates. Last, young 
people must be able to survive in a "high-tech, global economy" (p. 73). U.S. 
Secretary of Education Riley (1996) claimed that a top priority and challenge for 
public schools is "to get America reading again." Riley charged that "children 
can't use or cruise the internet if they can't read." 
Slavin (1989) criticized the "pendulum" swing phenomenon in education 
and noted that innovative programs are generally adopted without unbiased, 
strong research. According to Slavin, "educators rarely wait for or demand hard 
evidence before adopting new practices on a wide scale" (p. 753). School 
systems across the country are searching for early intervention programs that will 
promise if not guarantee success for children who are at risk of failing to learn to 
read and achieve in school. Limited resources require public schools to seek 
some assurances of the effectiveness of early intervention programs before 
investing significant amounts of money. Chapter I funds have supported the 
implementation of Reading Recovery in districts across the country during the 
past few years. Elementary school educators, district administrators, and policy 
makers considering the state-wide implementation of Reading Recovery want 
evidence of long term effects to inform decision making regarding initial or 
continued investment in early intervention programs (Virginia Department of 
Education, 1994). 
10 
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CHAPTER 2 
Review of the Literature 
Chapter Two presents the theoretical base for this study. The review 
begins with a discussion of current theories of reading acquisition followed by a 
review of early intervention programs and traditional responses to young 
children's failure to learn to read, such as remediation, special education, and 
grade retention. The chapter concludes with a review of the literature on Reading 
Recovery and its research base. 
Theories ofReading Acquisition 
In 1955, Rudolph Flesch published Why Johnny Can't Read and claimed 
that research had proven phonics to be more effective in teaching reading than the 
word method. That work sparked the great debate on phonics versus whole word 
or look-say reading instruction. Forty years later, the great debate still rages over 
whether the unit of instruction for beginning readers should emphasize decoding 
or meaning (Willis, 1995). Most of the research in the previous decades centered 
on what teachers should do instructionally rather than on what actually happens in 
a child's head during the process of learning to read (Juel, 1991). 
Juel argued that the focus of research should be centered on the child and 
the learning process because the field knows little about what enables a child to go 
from identifying letters to reading a page in a book. She claimed that although 
multiple models exist of the psychological process of skilled reading, the field 
lacks a generally accepted model of reading acquisition that addresses the 
cognitive, social, and instructional components of learning to read. A model is 
defmed as ••a design or description intended to show the flow of an overall 
process or function, including its constituent processes and their relation to one 
another and to the process as a whole" (Harris & Hodges, 1995, p. 156). Juel's 
11 
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(1991) review of reading acquisition models organized current research-based 
models into two categories: nonstage models of reading acquisition and stage 
models of reading acquisition. 
The two types of models are similar in that the goal of both the nonstage 
and stage models is the construction of meaning. In addition, there is general 
agreement that children's literacy is emergent and that before formal instruction 
begins, "important development is going on" in preschool children (Sulzby, 
1994, p. 272). Sulzby defined emergent literacy, the term coined by Clay in 
1966, as "those reading and writing behaviors and concepts that precede and 
develop into conventional literacy" or the point at which children can read and 
interpret unfamiliar text (p. 278). These behaviors and concepts are part of a 
child's repertoire ofliteracy as distinguished from components of developmental 
stages or sequences. For example, the reading of storybooks to children by 
parents and teachers helps children to build a repertoire of concepts about the 
structure of written language, and helps children to develop strategies for 
remembering and constructing meaning from text (Mason, 1992). 
Stage Models of Reading Acquisition 
According to Gough, Juel, and Griffith (1992), preliterate children come 
to school with the ability to comprehend and make meaning. Children also have 
an understanding of the phonology and syntax of their native language, can 
understand stories and follow directions, and have built a speaking and listening 
vocabulary of thousands of words. What children are not able to do is read 
stories or follow printed directions. Therefore, the acquisition of literacy is 
"primarily the acquisition of word recognition" (p. 35). According to these 
researchers, literacy is not just word recognition but the product or result of 
decoding plus comprehension. 
12 
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Children begin to recognize words using selective association which is the 
use of some cue, attribute, or feature to distinguish one word from another 
(Byrne, 1992). This is a manageable strategy with a few words, but becomes too 
difficult with a large number of unfamiliar words. Children cannot memorize 
cues for each word encountered and must master a system that matches printed 
words to spoken ones. This is internalizing the cipher or orthography. 
Proponents of the code emphasis approach argue that phonemic awareness is the 
key to beginning the reading acquisition process. 
Furthermore, children must do four things in order to learn to read: (a) 
have a desire to break the code, or have "cryptanalytic intent"; (b) know that there 
are letters in written words; (c) be aware of phonemes in spoken words; and (d) 
"be given written words paired with spoken words" (Byrne, 1992, p. 40). 
Phonemic or phonological awareness then is simply the "more or less explicit 
understanding that words are made of discrete units - that a word like bag has 3 
such units, that brag has 4, and that brags has 5. It does not entail knowing how 
to spell a word, only that it can be spelled" (Liberman and Liberman, p. 354). 
Much research on prereaders, children who have not received formal 
reading instruction, has investigated characteristics that predict success or failure 
in learning to read (Adams, 1990). Adams's comprehensive analysis of the 
research on phonics and its role in reading and learning to read recognized four 
skill areas linked to success in learning to read: mental age or IQ, perceptual 
skills and styles, knowledge of letters, and phonemic awareness. Adams 
concluded that two of these categories of skills are directly linked to reading 
acquisition. A child's knowledge of letters and his or her phonemic awareness 
are strongly related to learning to read regardless of the instructional approach 
followed in the classroom. 
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Adams based her conclusions on Bond and Dykstra's analysis of the 
USOE frrst grade studies in 1967, Chall' s review of the literature in 1967, as well 
as Tunmer, Herriman, and Nesdale's longitudinal study published in 1988 and 
Juel, Griffith, and Gough's 1986 research. Adams concluded that the 
implications of this body of research is most important for the "less prepared 
prereader" (p. 90). 
Adams claimed that the evidence is strong in suggesting that reading 
instruction should include helping children to learn the letters of the alphabet and 
to develop phonemic awareness. Because many children often come to school 
with few prereading skills and experience with books or text, teachers must help 
them to develop appreciation of and familiarity with text. "In summary, deep and 
thorough knowledge of letters, spelling patterns, and words, and of the 
phonological translations of all three", are critical to reading acquisition (p. 416). 
Stanovich (1992) asserted that "variation in phonological processing ability is the 
primary specific mechanism that determines early reading success" (p. 315). 
Chall's (1983) developmental stage model of reading is similar to Piaget's 
idea of stages because the stages of the model carry qualitative characteristics. 
Chall's five stages describe reading from prereading to college-level reading with 
the frrst three stages describing early reading acquisition behaviors . At Stage 0, 
the prereading stage, children grow in language and begin to develop an interest 
in words, respond to rhyme and alliteration, and recognize that words can be 
broken into parts that can be blended to form whole words. Stage 1 is the critical 
phase of "learning the arbitrary set of letters and associating these with the 
corresponding parts of spoken words" (p. 15-16). In Stage 2, children 
consolidate what was learned in Stage 1 and use their decoding knowledge and 
context to gain fluency and speed. 
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Nonsta&e Models ofReadin& Acquisition 
Nonstage models of reading such as the whole language approach 
describe language development as being a natural process that develops in social 
settings as a result of the need to conununicate (Goodman, 1986). Reading is the 
same process for the beginning reader and the skilled reader as the goal for both is 
the search for meaning (Juel, 1991). Language is viewed as a social process 
where oral and written language are learned in the same way. Harste (1994) and 
Burke coined the term whole language in 1977 to label the evolving model of 
reading that emphasized the interrelatedness of language subsystems: semantics, 
syntax, and graphophonemics. Proponents of whole language view language 
learning as a "process of sense making" that includes "making meaning, sharing 
meaning, extending meaning, evaluating meaning, savoring meaning, and 
generating new meaning" (p. 1220). Instruction presents these subprocesses in 
the context of real reading and writing practice rather than in isolated drills with 
worksheets. 
Bergeron (1990) reviewed the literature on whole language and 
summarized the key features as: 
Construction of meaning, wherein an emphasis is placed on 
comprehending what is read: functional language, or language 
that has purpose and relevance to the learner; the use of literature 
in a variety of forms; the writing process, through which 
learners write, revise, and edit written works; cooperative 
student work; and an emphasis on affective aspects of the 
students' learning experience, such as motivation, enthusiasm, 
and interest. (p. 319) 
Smith's model is the most radical nonstage model in tenns of minimizing 
the role of the alphabetic principle in learning to read. Smith suggested that 
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readers do not use decoding to learn new words (cited in Juel, 1991). Smith 
(1973) and Goodman's view of reading acquisition is an information-processing 
model, and is based on psychology and linguistic insights or psycholinguistics 
evidence. According to Smith and Goodman, reading is not a meaning making 
process based on knowing how to combine letters into words and words into 
sentences because "the deeper process of identifying meaning either precedes or 
makes unnecessary the process of identifying individual words" (p. 180). 
Goodman and Smith's ideas about redundancy, that a written message or text can 
be comprehended through a variety of ways - through spelling pattern cues, 
sentence pattern cues, and meaning cues - are commonly accepted theory. 
Psycholinguistic researchers theorize that children are programmed to learn to 
read and need opportunities to (a) sample language in a variety of ways, (b) 
attempt to figure out regularities of language, and (c) receive feedback during their 
experimentation with language. Instructional objectives organized in rigid 
sequences in basal materials are unnecessary according to this view. 
Rumelhart (1994) proposed an interactive model of reading that 
questioned the basic assumptions of stage models by declaring that various 
processes work simultaneously rather than in a series when a person reads. 
Rumelhart' s model consists of four types of knowledge sources that readers use 
to hypothesize, seek information, reject or confirm predictions, create new 
hypotheses, and make decisions. These sources hold specialized knowledge 
utilized during the reading process to determine meaning: (a) syntactical 
knowledge or knowledge of sentence patterns; (b) semantic knowledge or 
knowledge of meaning; (c) orthographic knowledge or knowledge of letters, 
spelling patterns, and sounds; and (d) lexical knowledge or knowledge of words. 
These knowledge sources are used to process information stored in what 
Rumelhart labels the message center of the brain. 
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Herbert's (1994) authentic literacy, like whole language and literature-
based instruction, immerses children in "rich literature and writing" (p. 392) and 
adopts a developmental perspective regarding reading acquisition. Children 
participate in read-along and writing activities, discuss the books they read, reread 
books and talk about words that they know - especially those with a pattern that 
has been discussed in class. New books are talked about before they are read and 
children predict the story line as the book is previewed. Metacognition is stressed 
as children compare new words to familiar words, and phonemic awareness is 
developed through activities and materials that emphasize rhyme, rhythm, and 
repetition. Writing evolves from the use of preformed letters on magnetic boards 
to writing on slates or chalkboards. 
Studies that compare the code emphasis approach to whole language 
indicate no strong advantage to whole language. Stahl and Miller's (1989) 
quantitative research synthesis of 51 studies, found no difference between 
traditional instruction and whole language in impacting student achievement. In 
addition to standardized tests, naturalistic measures such as storytelling, story 
predictions, student attitude surveys, and number of books read were used to 
assess relative effectiveness. None of these measures indicated any significant 
differences to document the superiority of whole language instruction over basal 
reader instruction. 
Ellis and Fouts (1993) confirmed that comparative studies indicate there is 
no significant difference in the results of whole language and direct instruction in 
phonics. However, Stanovich (1993/1994) claimed "that direct instruction in 
alphabetic coding facilitates early reading acquisition and is one of the most well 
established conclusions in all of behavioral science" (p. 286) noting the research 
of Adams, 1990; Anderson, Hiebert, Scott, & Wilkinson, 1985; Chall, 1983, 
1989; Perfetti, 1985; and Stanovich, 1987. Adams (1991) called for the reading 
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education community to acknowledge the fact that some children need systematic 
direct instruction in the alphabet principle, phonological analysis, and alphabetic 
coding because they do not discover the alphabetic principle on their own. 
Educators from the different viewpoints can probably agree on some 
issues of the whole language perspective: teacher empowerment, child-centered 
instruction, and the integration of reading and writing. However, educators from 
the different viewpoints divide on two positions: (a) whether children acquire 
written language naturally as they acquire the spoken language, or (b) whether the 
teaching and learning of phonics is needed in reading acquisition. 
Whole language proponents think that formal skill instruction in the early 
grades with an emphasis on words and their letters and sounds may cause 
problems and may be harmful to children who have not had extended experiences 
with written language outside of the school (Dyson, 1994). The basic fear is that 
children can learn letters and sounds and do well on achievement tests and still not 
experience the "social and personal power of print" {p. 316). Cazden (1991) 
asserted that no research evidence exists to prove that inunersion in rich 
experiences within an environment devoid of direct instruction in skills is 
sufficient for all children. By the same token, he pointed out that "not all 
instruction is contrived, isolated, and inconsistent with development" (p. 421). 
Indeed, Vygotsky (cited in Dyson, 1994) emphasized that written language does 
not develop naturally as oral language does because written language is more 
deliberate, requires more conscious efforts, and is more like drawing than speech 
since it is visual and can be manipulated. 
In summary, beginning reading or literacy instruction should strive for 
balance and integrate the perspectives of whole language and phonics. All 
children should have the opportunity to learn in a rich language environment that 
is child centered. Instruction should integrate reading and writing as parallel and 
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reciprocal processes in tasks that are related to the child's experiences and desires 
(Cazden, 1991). Cazden argued that form follows function in the reading 
acquisition process with decisive teachers recognizing when "instructional 
detours" or direct, explicit instruction should occur to help children develop 
phonological knowledge and the structure of language. 
Effective Reading Practices 
Public opinion polls have shown that Americans believe education needs 
to improve. A report, "First Things First," published by the Public Agenda 
Foundation in 1994 evidenced the public's resistance to school reform efforts 
to many instructional innovations such as the whole language approach (Johnson 
& lmmerwahr, 1994). This report and many others across the country claimed 
that the American people want a return to the basics of education and higher 
standards for students (Elam & Rose, 1995). Although the way a reader 
comprehends printed material is not different from the way readers comprehended 
material decades ago, two things are different: we are much more informed on 
how comprehension occurs, and the literacy demands of a technological society 
have increased (Cooper, 1993). 
While the public wants a return to traditional methodology, schools are 
still responding to a call for change in literacy instruction that was initiated by the 
report of the Commission on Reading, Becoming a Nation of Readers (Anderson, 
Hiebert, Scott & Wilkinson, 1984). This report reviewed research in the literacy 
field and related disciplines and presented 17 recommendations that provided 
impetus for literacy instruction to move from discrete skill teaching to a more 
integrated approach to teaching language processes. 
Slavin and Madden (1989) claimed that effective classroom practice in the 
early grades decreases the need for remedial services. One effective practice 
associated with higher achievement is real reading that involves comprehension of 
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connected text. Allington (1983) charged that instruction for poor readers is often 
based on fragmented skills with very small pieces of text, sometimes single 
words and sentences while instruction for good readers emphasizes meaning and 
silent reading. Research has suggested a positive relationship between time spent 
reading and achievement (Anderson, Wilson, & Fielding, 1986). Other 
recommended practices include increasing the amount of instruction, providing 
clear goals for instruction to students and teachers, coordination of classroom and 
special reading program instruction, and assigning reading materials that are at 
students' instructional levels (Johnston & Allington, 1991; Allington, 1983; 
Allington et al., 1986). 
Effective reading instruction also provides direct teaching. Direct 
instruction is modeling and explaining what is to be learned, why it is important, 
and how it is applied. Direct instruction influences reading achievement and is 
necessary because many children cannot infer strategies or apply them by 
themselves (Adams, 1990). In her comprehensive analysis of beginning reading 
instruction, Adams identified Reading Recovery as a model program for teaching 
at-risk first grade students to read. Instruction in how to transfer strategies, or 
"in-the-head" (Pinnell, 1989, p. 166) processes, to new contexts increases 
successful, independent reading. Students' efforts to construct meaning and their 
use of strategies are more successful when teachers monitor and reinforce these 
efforts (Allington et al., 1986). 
Adam's (1990) research emphasized that phonemic awareness and 
familiarity with the letters of the alphabet "are very strong predictors of the ease 
with which a child will learn to read," (p.7) therefore, phonemic awareness is an 
important element of beginning reading programs. Writing is an important part of 
beginning reading instruction because it helps to develop an awareness of sound-
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symbol relationships. When trying out sounds to spell, children learn strategies 
for trying out sounds to read (Spiegel, 1994). 
Knapp, Shields, and Turnbull (1995) found that teaching for meaning is 
effective with low-achieving children in increasing the learning of advanced skills 
in comprehension, reasoning, and composition. This study of practices in high 
poverty classrooms defined teaching for meaning as instruction that helps 
children see relationships of parts and wholes. Teaching for meaning emphasizes 
application of skills, equips students with tools for learning in school and in the 
real world, and helps students make connections among school subjects and 
between school and home learning. Reading instruction in classrooms that 
maximized comprehension emphasized direct teaching of comprehension 
strategies and increased time spent reading and discussing different types of print 
material. Writing instruction emphasized integrating reading and writing and 
featured frequent opportunities to write stories and other forms of extended text 
rather than the traditional worksheets or short answer drills. 
Early Intervention 
Early intervention is a term used to describe a broad range of ages, from 
birth to third grade, and often describes preschool programs for children. 
Extensive research and longitudinal studies have attempted to determine if 
preschool early intervention programs make a difference. In a synthesis of the 
research on studies of early intervention programs, Barnette and Escobar (1987) 
concluded that early intervention for disadvantaged children was economically 
efficient and effective. Although this evidence was weak and the authors noted a 
need for further research, they cited programs such as the Perry Preschool Project 
and the Early Training Project that "produce significant long-term benefits" (p. 
405). However, Slavin et al. ( 1989) summarized the same studies as showing 
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pronounced short-term benefits that exhibited the "familiar washout effect as 
students progress through elementary school" (p. 99). 
Accordingly, some researchers have reservations about the effectiveness 
of early intervention because of the affect of "heredity and environment in 
development, the extent to which early childhood offers a critical period for 
intervention, and the potential for temporary intervention to produce permanent 
changes" (cited in Barnette & Escobar, 1987, p. 406). On the other hand, some 
view early intervention as a "first action in a chain of interactions" (p. 406) that 
can affect the quality of life, not just test scores. 
Head Start Program 
The Consortium for Longitudinal Studies a collaboration of 12 research 
groups, analyzed longitudinal data of 3000 children who participated in Head 
Start (Schweinhart & Weikart, 1978). Cognitive and behavioral measures of 
treatment and control subjects were compared as well as grade retention and 
placement in special education. Findings of this longitudinal study showed that 
the early intervention programs reduced the number of children assigned to special 
education and the number of children retained in a grade regardless of gender, 
race, and horne background. Findings also implied that early intervention was 
related to increased scores on mathematics achievement tests and possibly higher 
scores on verbal achievement. 
In another study, the Consortium on Developmental Continuity found 
that preschool attendance was related to higher IQ scores for at least 3 years after 
the experience (cited in Schweinhart & Weikart, 1978). However, Head Start 
researchers found that the increase in intellectual functioning on performance 
fades away: "Our overall conclusion is that there is no evidence for a general 
effect of preschool on the variance on any WISC-R full IQ or subtest score." 
(p.42). But, researchers observed non-cognitive gains such as increased 
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attention, task completion, and cooperation with adult directions. "The 
improvement in intellectual functioning fades away, but the improvement in 
adaptive behavior remains and leads to improved academic achievement 
throughout the school years." (Schweinhart and Weikart, 1978, p.27). A major 
finding of the study was that early intervention had an impact on reducing grade 
retention and placement in special education. 
A synthesis of more than 200 evaluation studies on Head Start over a 
20-year period found statistically significant, educationally meaningful, short term 
effects on cognitive and socioemotional development (Natriella et al., 1990, p. 
53). However, results showed a "fade out" phenomenon with the treatment and 
control groups showing no difference by the end of the first year of school. This 
"washing out" of cognitive and affective gains as disadvantaged students progress 
through later grades has been a widespread and persistent problem for two 
decades. These researchers concluded that initial significant effects of the 
program on the cognitive and affective development of preschoolers were 
generally short-lived. Although the program enhances "social competence" (p. 
67) which helps students cope with their environment and adapt to school life, 
significant differences between treatment and control groups fade by the second 
grade. 
Perry Preschool Program 
An early intervention program that has demonstrated success is the 
High/Scope Perry Preschool Program. The High/Scope Perry Preschool 
Program developed by David Weikart and Lawrence Scheweinhart is t.ased on 
cognitive and developmental pedagogy and Piagetian theory . The teacher 
facilitates and supports children in problem solving activities based on cognitive, 
social, and affective goals. The teacher and preschool child plan and initiate 
activities together. Parent involvement is also a part of the program. 
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According to N atriella et al. ( 1990), the research design of the Perry 
Preschool Project features longitudinal studies with random assignment to 
experimental and control groups. Studies include systematic follow-up evidence 
on children up to 19 years of age on various outcomes. Although differences in 
the experimental and control groups faded by the end of grade two on IQ scores, 
the treatment group scored significantly higher on academic achievement tests at 
age 14. Additionally, students in the treatment group were less likely to be placed 
in special education programs, repeat a grade, or drop out of school than control 
group students. At age 19, treatment group students were more likely to be 
enrolled in a post secondary institution, be employed, and perform at a 
functionally literate level. Students were also less likely to be on welfare or 
arrested. Although the treatment group performed better than the control group, 
students in the treatment group remained disadvantaged scoring 12 points below 
national norms on the California Test of Basic Skills at age 14. Follow-up studies 
indicated that 35% of the treatment group had dropped out and 52% were 
unemployed. High/Scope programs have produced significant gains on academic 
measures, but gains disappear in the early elementary years and studies show no 
significant differences on academic measures between treatment and control 
groups. 
Fade-out Phenomenon 
Natriella et al. (1990) concluded from a study of national and local 
preschool program evaluations that high quality programs "decreased the 
educational deficiencies of disadvantaged children in the short term" (p. 68). 
Natriella et al. found no evidence of positive cognitive effects that are sustained 
through the elementary years and postulated that gains are not long term because 
of the following reasons: 
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1. There is an absence of specific goals in some programs such as 
Head Start. 
2. Elementary schools are incompatible with the lives of disadvantaged 
children; there is no close fit between home and school life. 
3. Cognitive gains from preschool programs are not built upon in 
elementary schools; schools lack systematic reinforcement and 
continuity. 
Most evaluations of early intervention programs attempt to investigate 
whether a program worked or not (Brown, 1978). According to Brown, the 
researcher should be concerned about whether the treatment produced a difference 
greater than a given standard, or a specific critical value, since making a Type IT 
error is a major risk in social program evaluations. A Type IT error occurs when 
the null hypothesis is not rejected when it should be, or stating that the treatment 
had no effect on subjects when it really did (Kiess, 1989). Beyond the evaluation 
questions, Brown also suggested that evaluators provide evidence that research 
instruments are sensitive enough to determine differences. 
To increase effectiveness, Brown (1978) suggested that intervention 
programs should attend to the lessons learned from longitudinal studies on Head 
Start: 
1. "Early intervention is most effective when it makes a lasting change 
in a child's environment" (p. 177). 
2. The duration of the intervention is a key variable; the longer the 
treatment, the better the results. For example, one year of Head 
Start followed by "several years of Follow Through is more 
effective than a single year of Head Start alone" (p. 177). 
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3. When evaluation of large social programs occurs, often data are 
uninterpretable because of the bias of the evaluator whose primary 
interest is in helping the children served. 
Washington and Bailey (1995) stated that the debate concerning whether 
Head Start is effective has generally focused on the program's academic benefits 
without considering the value of other program components. Since IQ and school 
achievement gains "faded out", many concluded that Head Start was a failure 
when actual gains were sustained in improved health, nutrition, social skills, and 
parental involvement. Other significant problems noted repeatedly in studies of 
Head Start include the following: 
1. Selection bias of Head Start children is important when interpreting 
results of studies without randomly selected control groups. 
Children who do not receive the intervention may be less needy or 
disadvantaged than treatment children. 
2. Program continuity is important because children who receive 
continuous help stand to be more successful in school than those 
who do not receive additional intervention. One-shot interventions 
cannot cure the effects of poverty and inadequate schools. 
3. The failure to study the effect of different curricula can limit the 
usefulness of an evaluation. Evaluations should look at the curricula 
of an intervention and that of elementary classrooms in regards to 
quality and nature. 
4. Many studies fail to examine the role of family variables when 
determining the success of an intervention. The parents' level of 
schooling and the mother's education are tied to school 
performance. When parents stay involved, gains are sustained. 
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According to Chall, et al. (1990), research on the reading achievement 
of at-risk, low-income children suggests that the fourth-grade fading effect can be 
prevented by attending to several needs. First of all, instruction should provide 
opportunities to develop more sophisticated, technical vocabularies essential for 
success in upper grades by wide reading of many types of challenging books. 
Secondly, direct instruction in word recognition at the early grades should be 
continued into middle grades because this instruction supports "continued growth 
in decoding, comprehension, and automaticity" (p. 166). 
Traditional Responses to Reading Failure 
Early intervention efforts have attempted to prevent reading and learning 
problems for decades. And, elementary schools have responded to reading 
problems of young children by placing low-achieving children in remedial 
programs and often by retaining these children in grade. 
Remediation 
Remedial instruction usually provides instruction within or outside the 
classroom that is supplementary to classroom instruction for children who are 
identified as being behind their peers in basic skills. Most supplementary or 
remedial instruction traditionally has been funded through Chapter I or special 
education sources. The common factor in Chapter I and learning disabilities 
programs is that both provide reading instruction. Half of the students referred to 
learning disabilities are referred because of reading disabilities (Wang, Reynolds, 
& Walberg, 1995). Wang, et al. charged that there is a need to coordinate 
Chapter I programs with special education programs because there is evidence 
that the needs of Chapter I students are comparable to the needs of students 
labeled learning disabled . 
The number of children placed in LD programs doubled during the 1976-
89 period largely because of decreasing Chapter I funds and the fact that LD 
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intervention costs less than other special education services (MeGill-Franzen, 
1994,p. 20). Special education served 4.3 million children in 1990-91, and 2.1 
of that number were classified as learning disabled students (U.S. Department of 
Education, 1992). Approximately 20 billion dollars in state and federal subsidies 
per year go to special education (Wang et al., 1995). When other state and local 
funds are added to this amount the total comes to about 25% of a school budget. 
Wang et at. estimated that Chapter I currently costs about 6 billion for 5 million 
students. Chapter I served 5 million children in 1992, or one out of every nine 
children in schools across the country, according to the Conunission of Chapter I 
(1992). So, Chapter I and special education serve at least 9 million of the 
nation's 40 million children in schools, or about 25% of those in public schools. 
There are substantial similarities in the groups of children who receive special 
education and Chapter I services (Pugach, 1995). In addition, the services 
provided in both programs have been recognized as having little effect. 
Educational research has compared the pullout programs of Chapter I and 
special education. The curriculum of both programs has focused on basic skills 
instruction in reading (Commission on Chapter I, 1992, National Association of 
State Boards of Education, 1992, Long, 1996). The basis for this curricular 
approach is the belief that basic skills must be learned first before higher-order 
skills in reading and language can be learned. The practices that support this 
philosophy often include the use of textbooks with controlled vocabulary, 
dependence on worksheets to teach basic skills, and the teaching of phonics 
exclusively in beginning reading instruction. Slavin, Karweit, and Madden 
(1989) concluded from their study of effective programs for students at risk that 
pull-out programs should accelerate instruction and help a learner catch up. These 
researchers emphasized the importance of providing quality teaching for all 
students, especially for at-risk students. 
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Allington (1994) claimed that Chapter I and learning disabilities programs 
alike have failed children because they have not individualized instruction for 
individuals and they have not provided instruction that accelerates achievement. 
The issue, according to Hiebert, is not "where the instruction occurs, but what 
instruction is provided" (1994, p. 86). Lyons (1989) questioned whether a 
significant number of students who have been classified as learning disabled are 
not learning disabled but instructionally disabled. MeGill-Franzen claimed that 
the traditional remediation and special education programs "perpetuate low 
expectations for children" based on "their poverty, their language, the resources 
of their parents, and what children know when they start school" ( 1994, p. 31 ). 
Recommendations from the Conference on Making a Difference for Students at 
Risk (Reynolds, Wang, & Walberg, 1995) called for research that studies the 
change process, especially regarding the changing of beliefs and assumptions 
about "the capacity for learning by all children, including children who are 
marginalized in schools" (p. 193). 
A meta-review of the research literature (Reynolds et al., 1995) 
evaluated the influence of certain practices or variables on learning. This study 
found that psychological factors strongly effect student learning. Direct 
influences on learning include four categories of variables: (a) cognitive abilities, 
motivation, and behavior of students; (b) classroom management and interaction; 
(c) the quality and amount of instruction; (d) and parental involvement in home 
and school learning. Specifically, the variable that most "directly and powerfully 
influences learning" (p.18) is time on task or time that students are actively 
engaged in learning. For low-achieving students, this is a critical issue when 
many leave classrooms for special instruction. Allington and MeGill-Franzen 
( 1989) found that children who go to Chapter I or special education for extra 
instruction end up getting no more time. Furthermore, the meta-review revealed 
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that time spent in direct instruction on basic skills in reading was one of the 
strongest influence on learning. 
The National Association of State Boards of Education (1992) reported 
that students who leave the classroom for special education or remedial 
instruction are stigmatized and are not considered as members of the group. 
Whether the compensatory instruction is classified as a pull-out or in-class model, 
the impact on achievement is minimal and neither model reduces the stigma on the 
student nor the fragmentation oflearning (Archarnbault,l989). Further, the 
teacher's sensitivity or insensitivity towards the student is the variable that effects 
stigmatization, not the setting itself. 
Special education and Chapter I teachers may be more understanding but 
typically provide instruction that is neither interesting or challenging (Means & 
Knapp, 1991). In the classroom where the materials may be more interesting if 
not too difficult to read, the organization and delivery of instruction often does 
not allow low-achieving students to participate as equal or full members of the 
class. 
Retention 
According to Slavin and Madden ( 1989), retention is one of the most 
frequently used strategies to deal with at-risk students and is also the least 
effective. In a typical classroom of 30, two children are retained each year 
(CPRE, 1990). During the 1980's, that rate increased dramatically for 
kindergarten classrooms with some schools retaining up to half of all kindergarten 
children. In a review of retention practices of 15 states, researchers found a mean 
retention rate of 7 percent for grades kindergarten through eight with a cumulative 
rate of approximately 50 percent (Shepard & Smith, 1990). Indeed, that 
cumulative rate indicates that about half of all students are retained in a grade 
between kindergarten and grade eight. 
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Grade-level retention as an intervention has been highly criticized recently 
for being unsuccessful and expensive. Evidence demonstrates that retention does 
not have a positive impact on achievement, and it "often has severe emotional and 
social consequences for children" (Shepard & Smith, 1990). Recent research 
indicates that grade retention has a significant impact on later academic failure 
(Garcia & Walker de Felix, 1992). In a meta-analysis of 63 studies on retention, 
Holmes ( 1989) classified 54 studies as indicating negative results of retention. 
When retained groups were compared to comparison groups after both groups 
had completed the same grade, Holmes found that the retained group performance 
was better initially but steadily decreased over three years until there was no 
difference. The studies also indicated that students who were not retained 
performed better than retained students on measures of self-concept and personal 
adjustment. All in all, the analysis of these 54 studies found that students who 
were retained performed significantly worse than students who were promoted 
and this negative effect continued to grow during subsequent years. 
Nine studies in the meta-analysis demonstrated positive effects of 
retention (Holmes, 1989). These studies differed from the 54 studies with 
negative effects in important ways. First of all, the setting of the studies with 
positive effects was typically suburban with middle to upper socio-economic 
populations and relatively few African-American students. Secondly, students 
received intensive intervention following retention in grade when the teacher-
student ratio was low. The intervention strategies may have made the positive 
effect on student achievement rather than the grade retention. 
Research indicates that poor, minority, male students are more likely to be 
retained than others (Foster, 1993). Retention has a negative effect on student 
achievement, student attitudes toward school, and self confidence as learners. 
Students who are retained are more likely to drop out of school than their 
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counterparts who were not retained. Grissom and Shepard (1989) concluded that 
grade retention significantly affects dropping out "when student background, sex, 
and achievement are controlled" (p. 60). 
Approximately 20% or more of all frrst grade children are retained mostly 
because they experience problems with reading (Slavin et al., 1991). "Retention 
in kindergarten or first grade is one of the most common strategies for attempting 
to prevent early reading failure" (p. 5). Allington (1989) charged that the bell-
curve mentality should not dictate that some children will become poor readers. If 
first graders are successful at learning to read and write, then the need for 
retention is reduced (Slavin, et al., 1991). 
Although the practice of retaining children in grade is widespread and 
frequently used by schools as a remediation strategy to increase achievement, 
research does not support this practice. Haberman and Dill (1993) concluded that 
"Hundreds of studies exist examining the effects of retention. What is so · 
exceptional about the body of literature is not the number of studies, the scope, 
size or longevity of the data, but rather the uniform conclusion: retained students 
are negatively affected academically, socially, and emotionally. As a strategy, 
retention fails" (p. 355). 
Reading Recovezy 
Reading Recovery (RR) was developed in the 1970s by Marie Clay, a 
New Zealand child psychologist, to provide extra help to young children who 
experience trouble learning to read. Children who are identified as the lowest 
achieving students in their frrst-grade classes are tutored individually for 30 
minutes a day by a specially trained teacher for a maximum of about 20 weeks. 
Instruction is intense, is based on what the child can already do, and proceeds at a 
challenging pace that is geared toward accelerating learning. The goal of the 
instruction is to accelerate students' reading growth to within the average reading 
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performance of their peers in three to four months. The program expects that 
students who successfully complete the program will not need future intervention 
services. 
Instruction focuses on teaching essential reading strategies so that students 
will become independent readers (Clay, 1993). These reading strategies include 
self-monitoring, cross-checking, predicting, and confirming what is read. 
Children are successful, or "discontinued", when they meet two criteria: (a) they 
are able to join the middle reading group in their classroom, and (b) they have 
developed "independent learning strategies that will enable them to maintain that 
position" (p. 80) in the average reading group. 
Theory Base 
Three theoretical principles form the instructional base for the Reading 
Recovery Program (Wasik & Slavin, 1993). First, reading is viewed as a 
strategic process of constructing meaning through the interaction of the reader's 
prior knowledge and the text. Second, reading and writing are viewed as 
reciprocal processes and are used together in the instruction. The third theoretical 
assumption of Reading Recovery instruction is that children learn to read by 
reading. Clay emphasized that reading and writing instruction are most effective 
using whole texts (1993). Children gain fluency reading familiar texts, and 
practice or learn problem-solving strategies reading new texts. 
According to Clay and Cazden (1990), Reading Recovery does not 
support either the whole language or the code perspective and differs from the 
phonics and whole language views in important ways: 
It differs from most whole language programs in recognizing the 
need for temporary instructional detours in which the child's attention 
is called to particular cues available in speech or print. It differs from 
phonics in conceptualizing phonological awareness as an outcome of 
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reading and writing rather than as their prerequisite, and in 
developing children's awareness of sounds in oral language rather 
than teaching letter/sound relationships. It differs from both in the 
frequent observation and recording of the reading and writing 
repertoire of the individual child as the basis for teacher initiative (as 
in choosing the next book) and response (in moment-to-moment 
decisions about when, and how, to help) (p. 217-218). 
Instructional Framework. Allington and Johnston (1989) described 
Reading Recovery's theoretical base as following the whole language 
philosophy since almost all of the 30-rninute lesson is spent in real reading 
and writing activities. Integrated activities focus on elements of "conceptual, 
procedural, and conditional knowledge involved in independent reading and 
writing activity. Independence is seen as critical in order to prevent 
regression when children are returned to the classroom, thus instruction 
stresses self-correction rather than teacher correction. According to 
Allington and Johnston, the lessons employ very little direct instruction of 
skills, including direct phonics instruction. 
A Reading Recovery lesson is organized according to what each 
individual child already knows and needs to learn, and consists of the following 
elements: 
1. rereading books introduced in previous lessons; 
2. reading a new book that is at the student's instructional level; 
3. composing and writing a brief story; and 
4. word study and analysis (Pinnell, 1990). 
Phonological awareness is developed in writing rather than from reading 
because instruction builds on oral language and what children already know. The 
child composes a sentence and the teacher and child transcribe the sentence 
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together. The teacher helps the child figure out the sounds of the words in the 
sentence using a visual/tactile technique created by Elkonin, a Soviet psychologist 
(Cazden, 1991). In this strategy, the child figures out the sounds, the letters are 
written, and then the child practices writing the words. The teacher nudges the 
child to write more and more alone and reduces the amount of assistance as the 
lessons progress. 
Other researchers have concluded that RR could improve instruction to 
accelerate students' learning progress more quickly by teaching phonological 
processing skills (Iverson & Tunmer, 1993). A RR group was compared with 
matched samples who received modified RR lessons that emphasized the use of 
letter-sound correspondences. Iverson and Tunrner found that modified RR 
lessons helped children to learn more quickly. Center, Wheldall, Freeman, 
Outhred, & McNaught (1995) suggested that RR should increase systematic 
instruction in phonemic awareness, phonological recoding, and syntactic 
awareness in order to improve student reading performance. These researchers 
also postulated that this weakness could explain why some longitudinal research 
has not documented sustained effects. 
Identification and Selection of Students. Selection of students is relative to 
the needs of children in individual classrooms in Reading Recovery schools. 
Selection guidelines are suggested by Reading Recovery but selection is based on 
the local classroom norms and not a national average. Since lessons are set at 30 
minutes per child each day and the average child requires 63 lessons, the highest 
possible number of children served by a RR teacher is 16. The average case 
load, however, is 10 students with only 8 completing the program (Shanahan & 
Barr, 1995). About 25% of selected students do not complete the program 
because they move, are placed in special education, or do not receive enough 
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lessons to be discontinued often because the school year ends before they can 
complete the program (Shanahan & Barr, 1995). 
Shanahan and Barr recommended that attrition might be reduced by starting 
the program later, in the second semester of first grade rather than in the first 
semester, and continuing the instruction into the second grade as needed. This 
suggestion is supported by research that indicates that some students who are 
identified early in first grade as having potential reading problems actually do not 
have trouble learning to read (Barr, 1984, Shanahan, 1987, Shanahan & Barr, 
1995). New Zealand students require fewer lessons to be discontinued. It is not 
clear whether this is because New Zealand homes and schools may offer children 
more support, or that children's age and literacy experiences are different there 
(Shanahan & Barr, 1995). 
Coordination and Management. Although some studies have shown 
significant effects in learning when there is congruence between the classroom 
teacher and the RR teacher, coordination with classroom instruction is not 
emphasized in Reading Recovery training of teachers (Allington & Johnston, 
1989). Even when classroom instructional practices conflict with RR, the 
intervention can be effective. Allington and Johnston speculated that this success 
could be explained by the three practices: (a) instruction is tailor-made for each 
child and responds specifically to each child's needs, (b) the "natural language 
functioning" (p. 344) context of RR helps children to develop a clear 
understanding of what literacy is which may help children to make sense of 
classroom activities, and (c) actual use of a variety of reading strategies could 
compensate for whole-group oriented classroom instruction. 
Clay (1994) emphasized change in four dimensions to assure successful 
implementation: "child behaviour change achieved by teaching, behavioural 
change on the part of teachers, organizational changes in schools achieved by 
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teachers and administrators, and social/political changes in funding and other 
system variables by controlling authorities" (p.l22). Clay suggested that both 
internal and external cohesion are necessary for survival of an innovation. 
Internal support at the school level should demonstrate compatibility with other 
programs in philosophy, methodology, and management. Secondly, external 
support with the school system contributes to the successful implementation of an 
innovation. School systems demonstrate support by recognizing the success of 
the Reading Recovery program as a contributing and cost effective intervention. 
Clay ( 1993) has taken a conservative position regarding the role of 
Reading Recovery in changing the classroom. Reading Recovery was created to 
take the lowest achieving children and provide individual instruction. "Because it 
is an individual intervention with only the hardest-to-reach children, Reading 
Recovery cannot specify how a classroom programme for children of wide-
ranging abilities should be mounted. One would not design a classroom 
programme by studying the needs of the hardest-to-reach children" (preface). 
There is no evidence to conclude that Reading Recovery improves classroom 
instruction or school restructuring (Shanahan & Barr, 1995). 
Cost Effectiveness. It is difficult to calculate the average cost of RR 
because significant differences in teacher salaries, training costs, academic 
preparation of students from school to school, support levels of home and 
school, and the economic status and inflation levels of the country (Shanahan & 
Barr, 1995). RR costs an average of $4,000 per student, with local cost varying 
across the country. This cost would not be considered extravagant if RR 
eliminated the need for additional services such as Chapter I and special 
education. Reading Recovery proponents have claimed that Reading Recovery 
services to the outlier population of children it serves can offer a savings to a 
system in reducing special education and remedial services (Pinnell and Lyons, 
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1995). These researchers indicated that 457 Reading Recovery students out of 
40,493 students were referred for LD screening in 1993-1994. This low referral 
rate occured during a time when LD placements doubled and the estimated annual 
cost of LD service per student ran over $5,000. 
However, evaluations have not found that the RR intervention eliminates 
early referrals or the eventual need for special education (Shanahan & Barr, 
1995). Few long-term studies have been conducted and the first RR students are 
not in high school. There may be long-term results yet to be identified. Other 
early interventions have documented positive outcomes not related directly to 
academic gains. For example, the Perry preschool longitudinal studies tracked 
students in a longitudinal study and found cost benefits in reduced drug abuse, 
unemployment, delinquency, and crime (Natriella et al., 1990). 
Research base 
New Zealand Studies. A series of research studies investigated the 
effectiveness of Reading Recovery in New Zealand (Clay, 1985). The 
Development Project started with Clay working with one teacher and continued in 
the second year with a team of six people that included teachers, supervisors, and 
university educators. Each member of the team taught two children and met to 
observe each other and discuss teaching procedures and assumptions. Teaching 
techniques were piloted, observed, and modified. According to Clay, the field 
trial research during 1978 demonstrated that RR teaching techniques worked and 
documented significant progress of subjects. Specifically, Reading Recovery 
students achieved gains that equaled or exceeded the gains made by classmates 
who had demonstrated higher achievement initially. The one-year follow-up 
research in 1979 investigated whether the gains were maintained and if students 
had progressed with their average classmates. Clay claimed that gains had 
continued at a satisfactory level for those students who had been discontinued. 
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To account for the regression to the mean effect, Clay (1993) had correlated two 
sets of scores to predict a final score taken at the end of the tutoring and a follow-
up score. Clay calculated a difference score between the predicted and actual 
scores immediately after the intervention and the predicted and actual follow-up 
scores. T tests were used to compare mean difference scores for the different 
groups. "The results of the t tests between the mean difference scores for groups 
show that the discontinued groups made significantly better progress than the 
control group relative to their initial scores, and this trend was maintained at 
follow-up" (p. 72). However, students who had not completed the program 
scored below their predicted scores. 
In the three-year follow-up Study in 1981, Clay (1993) compared the 
progress of RR children with the progress of their average classmates and 
reported that children maintained their gains and continued to perform at the 
average level of their classes. After three years of program development and four 
years of research studies, Reading Recovery became a national program funded 
by the government. Center et al. (1995) criticized Clay's research for (a) 
exclusive use of Clay's Diagnostic Survey and no other instruments, (b) 
experimental groups that only included those children who were successfully 
discontinued and excluding about 30% of the children served by RR who were 
not successful or who were removed, and (c) lack of random assignment of 
children to experimental and control groups. According to Center et al., 
excluding the 30% of the children served by RR who were not successful resulted 
in inflating the results of research findings. 
Ohio Studies. Ohio State University, with Clay's leadership, introduced 
Reading Recovery to the United States in 1985 by training a group of Columbus 
public school teachers as RR teachers. Reading Recovery has been adopted and 
implemented by almost 6000 schools in 43 states, the District of Columbia, and 
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Canada during the past decade (The RR Executive Sununary, 1984-1993). One 
requirement of schools that adopt and implement the RR program is to report 
annually evaluation data on all students who receive RR instruction. The first 
study of RR effectiveness in the U.S., the Columbus Study, found that 73.5% 
of the randomly assigned students successfully completed the program with 90% 
of these children performing at or above average in reading (The RR Executive 
Summary. 1984-1993). During the first five-year period of monitoring program 
results in Ohio, about 84 percent of the 15,663 first graders successfully 
completed the Reading Recovery program and read as well as average students in 
their classrooms (Lyons & Beaver, 1995, p. 119). The National Diffusion 
Network reported a success rate that varied from 83 to 87 percent from 1988 to 
1991 for Reading Recovery programs across the country (The RR Executive 
Summary. 1984-1993). 
In the first study of Reading Recovery in the U.S., the Pilot Study, 
Reading Recovery groups in six Columbus Public Schools were compared to 
matched comparison groups (Huck & Pinnell, 1986). The mean gain for the RR 
group of 6.89 (n=55) exceeded the mean gain of 4.72 (n=53) for the comparison 
group. Based on the results of this Pilot Study, the Columbus school system 
implemented Reading Recovery and initiated a longitudinal study in 1985-1986. 
The First Year study (Pinnell, Fried, & Estice, 1990) compared two 
cohorts of first graders in Reading Recovery to matched control groups. At the 
end of the first grade, the Reading Recovery group scored significantly higher 
than comparison students on various measures of reading performance including 
a nationally normed standardized reading test. 
Program Effectiveness. A comprehensive analysis conducted by 
Shanahan and Barr ( 1995) investigated the question of whether more learning 
occurs among low-achieving students than if RR had never happened. To 
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determine if Reading Recovery works, Shanahan and Barr reviewed all reports 
and research studies of Reading Recovery, published and unpublished. These 
reviewers found and analyzed five studies that utilized a pretest and post-test 
design to compare the progress of Reading Recovery students with average 
classmates. The results of the five studies were pooled in an attempt to decrease 
bias and increase reliability. Shanahan and Barr concluded that the gains during 
first grade of Reading Recovery students compared favorably with and sometimes 
exceeded the gains of average students. 
How do Reading Recovery students compare to other low-achieving 
students? Shanahan and Barr (1995) concluded that children who received 
Reading Recovery services make significant gains in reading during the first-
grade year and do better than they might if they received another type of 
intervention. However, Shanahan and Barr cautioned that although significant 
and meaningful gains were made by children during the first grade, gains were 
inflated because researchers did not include about 30% of the children serviced by 
Reading Recovery. Excluding the 30% who were served but were dropped 
because of "low success" (p. 973) and the regression to the mean phenomenon 
were noted as two factors that inflated gains reported by RR researchers. 
Longitudinal Studies: Grades Two and Three. From a review of the 
research on the long-term effects of Reading Recovery conducted in New 
Zealand, Ohio, and Australia, Shanahan and Barr concluded that the rate of 
progress of Reading Recovery and comparison groups was very similar (1995). 
The effects of Reading Recovery diminish over time with the rate of progress for 
Reading Recovery students slower in the second grade and about the same in the 
third grade as evidenced by mean gains of experimental and comparison groups. 
The first sustained effects study was Clay's 1978 Field Trial which demonstrated 
significant gains for first year children in text reading level. One year later, 
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however, the children who were not discontinued performed better on the text 
reading level (8.21, n = 80) than discontinued children (6.13, n = 42) and control 
children. Another New Zealand study by Glynn (1992) found that the progress 
of Reading Recovery children did not continue after the intervention at the same 
rate of average or other low-achieving children (cited in Shanahan & Barr, 1995). 
Glynn concluded that progress did not continue at the accelerated rate because 
classroom practice did not respond to the accelerated achievement of RR children 
in terms of amount of reading, types of instructional material used, and 
instructional techniques. 
The Ohio studies from 1985 to 1991 followed successfully discontinued 
program children and claimed that a significant number of students continued to 
make progress for at least three full years after the intervention (Reading Recovery 
Program, 1992). These studies were conducted in the Columbus Public Schools 
and compared seconcJ and third grade Reading Recovery students with 
comparison students on text reading level and writing vocabulary. At the end of 
first, second, and third grades the group scored within the average band of a 
random sample of students. The Ohio State follow-up study compared mean text 
reading scores of second grade Reading Recovery children with scores of 
comparison children (RR = 14.39; C = 11.23) and again in the third grade (RR = 
19.70; C = 16.71) and concluded that Reading Recovery children scored 
significantly higher than comparison children (Pinnell, 1989). 
Although the Ohio follow-up studies are recognized as the most 
comprehensive studies on the long-term effects of Reading Recovery (Shanahan 
& Barr, 1995), the results have been discussed as a statistical paradox (Wasik & 
Slavin, 1993; Shanahan & Barr, 1995). The paradox is that while the text 
reading level raw score differences remain about the same over a three-year 
period, the effect sizes diminish. An effect size is used to compare treatment 
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gains and losses of several studies. It is a standard score that indicates the 
standard deviation, or difference between experimental and control groups. For 
example, Wasik and Slavin's secondary analyses of the data detennined that the 
mean differences for the 1985-86 First Year Cohort varied from 2.8 for first and 
third grade to 3.0 for the second grade; while the effect sizes diminished from 
+.78 for first grade, to +.46 for second grade, to +.25 for third grade. Shanahan 
and Barr explained that the paradox occurred because the "variation in learning 
increases with each year of schooling" and perhaps because the text reading level 
scores are influenced by "the unequal intervals in difficulty among reading 
passages" (p. 980). 
A few other studies have attempted to determine if there are long-term 
effects of Reading Recovery. Center et al. (1995) reported statistically significant 
results for their randomly assigned RR group on both text reading level and 
standardized reading tests. This Australian study compared student gains before 
the RR program and 15 weeks after the RR intervention. The research design 
controlled for weaknesses of other studies: randomization and use of 
standardized tests in addition to Clay's own tests to assess learning gains. A 
Wake County, North Carolina study compared the progress of second grade 
Reading Recovery students with a comparison group and found fair results as 
demonstrated by a significantly lower referral rate to Chapter I (Donley & 
Baenen, 1993). However, placement in special education and rate of grade 
retention were not statistically significant. The New York University studies 
reported that 89% of RR second graders performed within the average range as 
compared to 80% of a random sample; 23% of the experimental group of RR 
children scored in the above average range (The RR Executive Summru:y. 1984-
1993). The Columbus, Ohio annual evaluation for 1990-91 found that 41.5% of 
third grade Reading Recovery children were still in some type of compensatory 
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program. Perfonnance on the CTBS indicated that 17.3% of third grade RR 
children scored at or above the 50th percentile on the total reading subtest. 
Researchers have observed the discrepancy between classroom teachers' 
perceptions of former RR students' literacy abilities and the literacy performances 
of other children (Askew & Frazier, 1994). Although end-of-the-year second 
grade RR students compared favorably with a randomly selected group of second 
graders on three literacy tasks, text reading, dictation, and spelling, teacher 
predictions regarding future progress in reading were lower for RR students than 
for the random group. Actual performance of the RR group on oral reading 
revealed a mean text level of 26, equal to a fourth grade reading level, which is 
significantly above grade level for second graders. Askew and Frazier concluded 
that discontinued Reading Recovery students sustained literacy gains at least a 
year after the intervention and compared well with peers on text reading, fluency, 
oral retelling, dictation, and spelling. However, the results suggested that 
students' oral reading fluency strongly influenced teachers' predictions for 
progress in reading and students' placement in reading groups and reading 
materials. According to Askew and Frazier, teachers' perceptions and predictions 
may be influenced by "an educational phenomenon that can occur when the 
bottom [or lower group] is removed" (p. 105). 
Recent longitudinal studies comparing early intervention programs have 
included Reading Recovery with other tutorial and small group reading instruction 
models. Researchers used a split-plots design over four school districts with each 
school serving as a "randomized trial" for one of four treatments: Reading 
Recovery; Reading Success, a one-to-one tutorial program taught by a certified 
teacher who had received less training than RR teachers; Direct Instruction Skills, 
a mastery-based, systematic, one-to-one program that focused on developing 
knowledge of letter-sound correspondences; and Reading/Writing Group, a 
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small-group tutorial program with the same goals as RR to develop strategic 
processes. Comparison groups received the existing Chapter I service for first 
grade students. Measures included dictation, text reading level, and the Gates-
MacGinitie Reading Test that assesses vocabulary and comprehension. Reading 
Recovery "emerged as the most powerful" of all the programs studied for their 
long-term effects, with "significant mean treatment effects [+.75) on text reading" 
(Pinnell et al., 1994, p.32). 
A major purpose of the 1994 study by Pinnell et al. was to investigate 
why the RR intervention achieves positive results. The research design compared 
intervention programs with different instructional models, different training 
procedures, and different teacher-student ratios. According to Pinnell et al., 
findings supported the hypothesis that these three variables contribute to the 
success of the RR program. 
The instructional model for RR contributes to the success of RR because 
instruction involves children in "massive opportunities to construct meaning 
through reading and writing" (Pinnel et al., 1994, p. 33). Skills taught are not 
systematically prescribed but depend on the specific needs of the individual child, 
the context of the literacy situation, and the particular text being used. In 
addition, research findings confirmed that individual instruction affected the 
success of RR as "trained RR teachers were not as successful working in groups 
as were trained teachers working with individuals" (p. 34). While the theoretical 
base of RR might be effective in creating classroom programs, Pinnell et al. 
cautioned that the instructional model should be revised for groups. 
The third factor, teacher education, is a crucial element of Reading 
Recovery success because RR training is an inquiry-oriented, reciprocal learning 
model that employs elements of effective training: presentation of theory, 
demonstration of skills and methods, practice in a simulated setting, feedback 
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from experienced teachers, and coaching (Pinnell et al., 1994). Two practices 
characterize the RR training model: "(a) behind-the-glass demonstration and 
discussion, and (b) spaced rather than massed in-service hours" (p. 35). The 
experimental process of demonstration teaching and group discussions supports 
teachers in developing "new understandings that translate directly into their daily 
teaching responses" (p. 36). 
Fourth-grade studies. This discussion of the research base brings up the 
question as to whether Reading Recovery loses its effect after the third year. 
Shanahan (1987) claimed that Clay's research evidence only suggests that 
Reading Recovery may work and does not prove the effectiveness of the 
program; the treatment may not have caused the gains since students were not 
randomly selected. Intervening variables make drawing conclusions difficult 
from any long-term research analysis. Systemic variables such as subsequent 
instruction, policies for discipline and retention, and home life affect student 
success and progress (Pinnell & Lyons, 1995). 
Hiebert (1994) observed that follow-up studies of Reading Recovery have 
not extended beyond fourth grade which is the stage that researchers have noted 
the fading or dip in achievement (Chall et. al., 1990; Natriella et al., 1990). 
Furthermore, judgments about the stability of effects through fourth grade must 
be based on one longitudinal study conducted on the 1985-86 First Year Cohort 
in Ohio (Hiebert, 1994). In this study, researchers followed students for three 
years after the first grade intervention to determine if students would sustain 
progress in reading (Pinnell, DeFord, & Lyons, 1988). The study compared RR 
students with a comparison group and a random sample group on text reading 
level. Children read text of increasing difficulty levels with graded passages 
ranging from Level 1 to Level 30. At the end of the second and third grades, the 
RR group scored within the average band, or plus or minus .5 standard deviation 
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from the mean of the random sample. At the fourth grade, the group mean for the 
comparison group for text reading level was 3.7 and appeared significantly lower 
than the 6.7 mean reported for the RR group; the random sample group mean was 
8.9 on this oral reading test. 
While RR children scored at the lower end of the average band for 
students in their grade level (Pinnell, DeFord, & Lyons, 1988), the difference 
between the RR group and comparison group means was not statistically 
significant (Shanahan & Barr, 1995). This finding could have occurred because 
of the small number of students involved (n = 48) who represented a randomly 
selected 20% of the RR, comparison, and random sample groups (Hiebert, 
1994). Shanahan and Barr (1995) questioned the results of this study because 
only 18% of the students were available for the fourth-grade study. Attrition is an 
issue with RR studies since the loss of low-achieving students is typical in 
intervention research. The effect is that results appear more robust than they may 
actually be. 
In addition to the text reading level measure, the three groups were 
compared on a standardized test, The Woodcock Reading Mastery Test (Pinnell, 
DeFord, & Lyons, 1988). The difference in group means for the RR group and 
the comparison group was not statistically significant. The mean for the RR 
group, 3.0, was about the same as the mean for the comparison group, 2.9. 
Hiebert (1994) criticized that "an average grade-equivalent of 3.0 at the end of 
fourth grade for the [Reading Recovery] tutored group suggests that the proficient 
oral reading performance at Grade 1 has not resulted in self-extending strategies 
to other literacy tasks in subsequent grades" (p. 21). In general, data suggest that 
RR groups score closer to the average school reading level than comparison 
students, but perform about the same as comparison students on standardized 
measures of comprehension (Shanahan & Barr, 1995). 
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Studies in urban settings with high proportions of poor children have 
reported success in sustaining the effects of Reading Recovery services (Pinnell 
& Lyons, 1995). In New York City, District #2, an area with a high 
concentration of disadvantaged and diverse population, reported that the mean text 
reading score for Grade 4 Reading Recovery children was 27 .06, about a grade 4 
level, compared to the random sample mean score of 25.3 which is about a third 
grade reading level (Pinnell & Lyons, 1995). A longitudinal study that followed 
27 third grade students found that 82% of the students scored within the average 
band with a mean text reading score of 31.56, Grade 6 reading level. This mean 
score was equivalent to the mean text score of 32.11 of the random sample group. 
An Australian long-term study conducted by Rowe in 1989 found that the 
performance of the RR groups exceeded that of the comparison groups (cited in 
Shanahan & Barr, 1995). Rowe's longitudinal study followed students in 100 
schools from Year 1 to Year 5 and found that "the advantage of RR group was 
maintained in Year 5" because students had become independent, strategic readers 
(p. 981). The results were deemed questionable by Shanahan and Barr since 
random assignment to groups was not employed by the researcher. Results could 
have been affected by two factors, the selection procedure of omitting 30% of the 
RR students who did not complete the program and the regression to the mean 
effect. 
Criticisms of Reading Recovety 
Researchers have charged that a program designed in New Zealand for 
New Zealand children who are at risk of failing to learn to read may not be as 
successful in the United States. Schools and communities in the United States are 
very different from the schools and communities in New Zealand (Bracey, 1995; 
Hiebert, 1994). The literacy values and practices in homes and in schools in the 
United States are very different from those in New Zealand and may affect the 
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program's long-term effects (Traill, 1994). New Zealand has smaller schools, 
less poverty, a lower mobility rate of children leaving or transferring from 
schools, and a lower rate of absenteeism from school than the United States. 
Family involvement and support for public education are more prevalent in New 
Zealand. Also, children enter school earlier, on their fifth birthday, and RR 
children begin tutoring lessons earlier than in the U.S. These two factors may 
contribute to the significantly higher discontinuation rate in New Zealand. 
Researchers (Hiebert, 1994) have excluded New Zealand studies from 
reviews that sought to analyze the effectiveness of RR because of the contextual 
differences between the United States and New Zealand in school and community 
literacy practices. Furthermore, Shanahan (1987) concluded that the research 
base of Reading Recovery in New Zealand makes it "impossible to know whether 
or not the program was successful (p. 118). 
Another criticism of the few longitudinal studies of Reading Recovery is 
that this research base has analyzed the effectiveness of Reading Recovery by 
examining mean differences among groups (Bracey, 1995; Hiebert, 1994). 
Hiebert (1994) concluded that: 
When mean differences in performance are the primary way of 
evaluating the effectiveness of a program, the information that policy 
makers and practitioners need to make informed decisions can be 
obscured. In particular, information on who benefits most from the 
tutoring, the number of children who can be served, the portion of the 
school population that the children represent, or the aspects of literacy 
that are promoted by the tutoring may be difficult to glean from 
analyses of effect sizes (p. 16) 
Shanahan and Barr (1995) echoed Hiebert's concern over the use of 
group means in evaluating program effectiveness. However, Shanahan and Barr 
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charged that the mean should include all students served by RR, including the 
approximately 30% whose scores are omitted because they are not making 
satisfactory progress, have not experienced 60 lessons, or transferred to another 
school. According to Shanahan and Barr, the absence of these scores creates an 
inflated estimate of the impact of RR. They also claimed that the mean differences 
of most studies of Reading Recovery are affected by a regression to the mean. 
The phenomenon of regression to the mean happens because scores vary from 
one test administration to another even if no intervention of any type takes place 
since most educational tests are not perfectly reliable. Therefore, scores of 
subjects selected because of their high or low scores on tests will vary toward 
what would be expected. Post-test scores ofRR subjects would be expected to 
move up toward the average score. In response to Hiebert's criticism of using 
group means to evaluate the effectiveness of Reading Recovery, Pinnell and 
Lyons (1995) claimed that Reading Recovery is an individual program and 
program evaluation is based on the percentages of individuals who are successful 
on the exit criteria, not on estimates from group data. 
Shanahan and Barr's ( 1995) comprehensive and systematic analysis of 
the empirical literature on Reading Recovery combined data in a qualitative 
analysis, and charged that all of the studies of Reading Recovery were seriously 
flawed. "Intervention research is an especially complex and difficult undertaking, 
and it is rare that all threats to validity can be controlled for in this type of work" 
(p. 961). However, in assessing the stability ofleaming gains, Shanahan and 
Barr concluded that after the RR intervention, RR groups progress at about the 
same rate as comparison groups, or other low-achieving students who were not 
served by RR. Shanahan and Barr questioned whether stability should be an 
evaluation standard for evaluating RR and other early interventions. 
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To use a medical analogy, early interventions are supposed to operate 
like a vaccination, preventing all future learning problems, no matter 
what their source or severity. It appears, however, that early 
interventions, no matter how successful, are more similar to insulin 
therapy. That is, substantial treatment effects are apparent right away, 
but these gains can be maintained only through additional intervention 
and support. 
Based on their analysis of all the studies on the long-term effects of RR, 
Shanahan and Barr (1995) suggested that RR should be modified to emphasize 
maintenance and ongoing support for former RR students as they progress 
through the grades. In addition, classroom instruction during and after the 
intervention should respond to the accelerated learning of RR students. 
Chapter Two investigated the relevant theory and research on early 
intervention for children who are at risk of not learning to read. This theoretical 
base and the limited research of the effectiveness of Reading Recovery serve as 
the organizational foundation for an investigation of the long-term effects of RR 
on a 1991-1992 cohort of Reading Recovery students. 
Does the Reading Recovery intervention create robust enough literacy 
levels that most RR children remain good readers with no additional services in 
subsequent grades? Critics of Reading Recovery (Hiebert, 1994, Shanahan & 
Barr, 1995) claim that too few studies have been conducted to evaluate the long-
term effects of Reading Recovery. This study attempts to contribute to the 
literature by comparing the learning progress of RR students on several measures 
with the progress of other low-achieving students who received regular Chapter I 
service as first graders. Chapter Three presents a description of the methodology 
utilized for this study. 
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CHAPTER3 
Methodology 
The purpose of this study was to examine the long-term effects of 
Reading Recovery on reading achievement of fourth grade age students, a 1991-
1992 cohort. Several reading achievement indicators were assessed in order to 
analyze the sustained effects of the program. These indicators were text reading 
level, reading vocabulary, reading comprehension, spelling, placement in special 
education, and grade retention. 
Chapter Three describes the critical elements of the study: (a) the setting 
in which the study took place; (b) the subjects who participated in the study; (c) 
the procedures for collecting and analyzing data; (d) the instruments; (e) the 
research hypotheses, and (f) the quantitative or statistical analyses. 
Research Design 
The project was an ex post facto study with a nonequivalent group 
design. The intervention, RR instruction, had occurred when subjects were in the 
first grade in 1991-1992. To test the sustained effects of the RR instruction, the 
study compared RR students with students who were also in the lowest 20% of 
their first grade classes but who did not receive RR. According to Kiess (1989), 
"the use of statistical hypothesis testing in ex post facto studies is identical to its 
use in true experiments" (p. 260). However, ex post facto studies show a 
relation rather than a cause-and-effect relationship between the independent and 
dependent variables because the groups are not equivalent. 
The research design used in this study was a nonequivalent comparison-
group design (Borg & Gall, 1989), and the study is categorized as 
causaVcomparative methodology. The groups could not be randomly assigned 
because the treatment group already existed. Therefore, comparison individuals 
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were identified to match the subjects in the treatment group on age, gender, race, 
socioeconomic level, grade placement, and score on the frrst grade Cognitive 
Abilities Test (CogAT). In addition, the study featured a post-test only design 
since this is an ex post facto study with no pretest administered. Both the 
treatment group and the comparison group were in Chapter I compensatory 
reading programs in the frrst grade, but the treatment group received an intensive, 
one-to-one tutoring program while the comparison subjects received small-group 
instruction. Four years after the treatments, a series of post tests were 
administered to determine if differences existed between the groups. The testing 
measured the following: (a) actual text reading level as measured by a running 
record or miscue analysis, (b) reading vocabulary, (c) reading comprehension, 
and (d) spelling achievement. 
Setting 
This study was conducted during 1994-95 school year when the subjects 
were either third or fourth grade students in a school district in central Virginia. 
This suburban area is a county of extremes. The 245-square mile radius is 
generally considered suburban, but the area varies from densely commercial areas 
with affluent neighborhoods to vast areas of farmland and forests with 
disadvantaged schools and highly transient populations. 
The school system consisted of 56 schools, K - 12, which included 36 
elementary schools with a K-5 population of 17,493 students. Approximately 
66% of the elementary population was white, 30% was black, and the remainder 
were American Indian, Asian, and Hispanic. 22.5% of the district's students 
were classified as economically deprived according to Title I calculations based on 
number of children receiving free lunch. 
The RR program was established in the central Virginia area in 1990-
91 as an experimental site with the collaboration of the Virginia Department of 
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Education, a nearby university, and the Ohio State University (DeFord & Pinnell, 
1991 ). A teacher trainer from Wright State University in Ohio worked through 
the local university and trained eleven RR teachers from seven school districts. 
Four Chapter I teachers from the district were trained in that group. Chapter I 
was and still is the major source of funds for the program. 
Sample Population 
The target population for the study was all RR students in the central 
Virginia area RR programs. In 1991-92, the accessible sample consisted of 22 
RR program students enrolled in 12 schools within the district. This study 
involved 16 of the students who were in the RR Program during the second year 
of implementation in the research district and whose parents gave their informed 
consent for participation in the study. A letter from the district's Department of 
Research and Planning that explained the nature and purpose of the study was 
mailed to parents of students who had been in RR in the first grade in 1991-92 
(See Appendix A). The letter encouraged participation and stressed that student 
performance on the research assessments would not affect classroom grades, and 
that follow-up assessment information would be provided to parents of children 
who participated in the study. 
The letter seeking parental consent was also sent to 24 students who were 
identified from the district-wide cohort group of students who had qualified for 
Title I as first grade students and who would have been in Reading Recovery had 
the program been available to them. Sixteen students with parental permission 
were selected using the following six variables to match RR subjects: 
1. gender 5. Socioeconomic status as determined 
2. race by eligibility for subsidized lunch. 
3. age 6. Grade placement (third or fourth) 
4. Score on first grade CogAT 
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Matched pairs of students resulted in the identification of seven categories 
of students: black females receiving subsidized lunch, black females not 
receiving subsidized lunch, white females receiving subsidized lunch, white 
females not receiving subsidized lunch, black males receiving subsidized lunch, 
black males not receiving subsidized lunch, and white males not receiving 
subsidized lunch. Table 1 identifies the demographic variables for all students in 
the study. 
Table 1 
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Table 2 presents the success or completion frequencies for RR children at 
the end of first grade. Of the 41 students who received RR instruction in 1991-
92, 22 were categorized as discontinued having successfully completed the 
program by reaching the average reading level of students in their classrooms. 
Two students received 60 or more lessons but did not reach the average reading 
level of their classmates and were not discontinued. The remaining 17 students 
did not complete the program and received fewer than 60 lessons. 
Table2 
Completion Rate of 1991-92 RR Students 
Discontinued RR Students 
Successful completion 
Program RR Students 
60 or more lessons 
Not program RR Students 
Less than 60 lessons 
n = 22 (54%) 
n=2(5%) 
n= 17(41%) 
All of the students who participated in the study were enrolled in 12 
elementary schools in the district with the exception of one student who had 
transferred to another school district in April, 1995. Arrangements were made 
with the parents to complete the testing of that student outside of the district. 
All students in the comparison group received Chapter I reading 
instruction in the form of supplemental instruction beyond the classroom 
instruction in the first grade. The instructional model for Chapter I was a small-
group, pull-out model. Chapter I teachers who provided RR lessons also 
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instructed the comparison students in small groups of approximately eight 
students for 45 minutes four or five days a week. These teachers participated in 
the district monthly inservice training program and were experienced teachers with 
graduate degrees in reading education. 
The selection and identification of children for RR in the district followed 
the prescribed principles suggested by The North American Reading Recovery 
Council, Ohio State University. The students who were selected were in the 
lowest achievement group of their first grade class in reading based on the 
classroom teacher's ranking of students and student performance on the Reading 
Recovery Observation Survey (Pinnell, DeFord, & Lyons, 1988). In addition, 
students had to test in the bottom 20% of the district's criterion reference test and 
be recommended by the Chapter I teacher to qualify for RR. 
In order to implement RR procedures, teachers received specialized 
training in RR methods. Four of the five teachers were frrst year RR teachers and 
were in training while instructing RR students. The specialized training featured a 
clinical observation model which helped teachers learn diagnostic techniques for 
structuring lessons to match the individual needs of each student. Teachers 
attended a weekly seminar where one teacher in training conducted a lesson 
behind a one-way glass while other teachers discussed teacher strategies and 
student reading behaviors on the other side of the glass. Post-lesson discussions 
included (a) analyzing why particular teaching decisions were made, and (b) 
feedback from peers on teaching behaviors and decisions. 
Procedures 
The study was conducted over a two-month period at the end of the school 
year with most of the testing occurring during the months of April and May, 
1995. A proposal for studying the long-term effects of Reading Recovery was 
initiated at the request of the research district's Director of Research and the 
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Specialist for Federal Programs. A formal proposal was submitted to the Director 
of Research for consideration before a district research review panel. Following 
district approval, parental consent forms were sent to the homes of the target 
population. Families of the RR and the matched comparison subjects were 
contacted. A second letter was sent to parents who did not respond within a 
three-week period, and a third letter was sent to four parents who had not 
responded to the second letter. The last two parents who had not responded were 
contacted by phone. Upon receipt of the signed consent forms, students were 
formally identified and placed in the research groups. 
Data were collected both retrospectively from student records and 
prospectively from individual (text reading level) and group (ITBS) assessments. 
The first group of data collected included SES, gender, race, and test scores from 
Metropolitan Readiness Test (Kindergarten), Cognitive Abilities Test (first grade), 
Iowa Test of Basic Skills (second grade), and the Cognitive Abilities Test (third 
grade). The second data group was collected by the researcher and included 
results of individual oral reading tests, or text reading levels, and test scores from 
administration of the ITBS subtests: vocabulary, comprehension, and spelling. 
The ITBS was administered during April and May, 1995 to those third 
grade subjects who were retained. The ITBS was administered to individuals or 
to small groups of third grade subjects depending on the number of subjects at a 
particular school. Administration was scheduled for two sittings because of the 
time required for each of the three subtests: Vocabulary, 15 minutes; 
Comprehension, 42 minutes; and Spelling, 12 minutes. A certified teacher who 
was working as a substitute teacher at the time administered the third grade ITBS 
assessments. Classroom teachers administered the ITBS to fourth grade subjects 
as a part of the state standardized testing program. 
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All subjects were scheduled for an oral reading assessment to detennine 
the text reading level which took approximately 30 to 50 minutes. RR teachers 
who had been trained in giving running records, an experienced consultant in 
early childhood and literacy assessment, and the researcher administered the oral 
reading assessment. A pilot testing of the text reading level and the subtests of 
ITBS, was conducted to refme test administration guidelines. As a result of this 
pilot testing, modifications were made to the guidelines and the testing schedule 
organized for each test administrator. Each test administrator was given a packet 
of materials that included sets of graded reading passages, procedures for 
assessing oral reading, introductions for each passage, an accuracy conversion 
chart, blank audio tapes for recording the oral reading, and forms for reporting 
individual results. Test administrators began the oral reading assessment at an 
independent reading level that had been suggested by the teacher, a passage easy 
enough to assure successful reading. Students progressed through the graded 
passages until accuracy fell below 90%. 
Instrumentation 
Text reading level. Two instruments were used to compare the 
achievement of subjects at the end of the 1994-95 school year: a text reading level 
and the Iowa Test of Basic Skills. The text reading level was selected because it 
identifies the level of material students can read successfully at 90% accuracy. 
The text reading level measurement was appropriate for this study because it is 
used by RR as an exit or discontinuation criterion to determine if students are 
reading at the average level of their first grade (A. F. Klein, personal 
communication, February, 1994). The text reading level measure was used in 
long-term effects studies conducted by Ohio State University to identify the 
reading level of fourth grade students. Clay (1993) established reliability of text 
reading level measures with "scores for accuracy and error having reliabilities of 
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0.90" (p. 7). Additionally, Clay conducted reliability tests of running records of 
four children who made many errors. Taped recordings of these reading 
observations were analyzed to test reliability and indicated "0.98 for error scoring 
and 0.68 for self-correction scoring" (p. 28). Pinnell et. al established reliability 
for these reading measures with a .83 person separation reliability and .98 item 
separation reliability (1994). Clay (1993) claimed that "running records of text 
reading have face and content validity" (p. 7) because the measure is direct and 
pinpoints a specific level at which a student can read. A score for accuracy is 
attained easily by simply counting the number of correct words. 
Following Clay's (1985) advice for assuring reliability, in this study oral 
reading was scored immediately following the event and audio taping was used 
for rechecking. Reliability of text reading level measures was established by 
interrater comparisons using the audio tapes to do running records of a random 
sampling of subjects. A running record was recalculated for each of the original 
testers by two raters. The results of that procedure provided a 92% agreement 
among scorers. 
The reading passages that made up the assessment are used in studies that 
evaluate the effectiveness of Reading Recovery (Pinnell et al. 1994), and were 
originally part of a Scott Foresman Reading Program ( 1979). The gradient of 
difficulty of text ranged from primer, level 12, to an eighth grade level, level 34, 
as identified by the basal publishers. The length of the passages varied from 
approximately 150 to 500 words. 
Students began reading at an independent level recommended by the 
classroom teacher and proceeded through more difficult levels of text until they 
scored below 90% accuracy. Before asking students to begin reading a passage, 
an introduction to the story was given by the test administrator. Students' errors 
were recorded using Clay's running record conventions (Clay, 1985). Because 
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of the fluency rate of older readers, miscues were recorded on a copy of the text 
instead of a blank piece of paper as is customary when taking running records 
with young readers at the first grade level. When a student scored below 90%, 
the student was given the next level of text. If the student scored below 90% 
again, the testing ended. Testing continued if accuracy was 90% or greater until 
the student scored below 90% on two successive texts. The highest level text at 
which students scored 90% accuracy determined the text reading level score. 
Iowa Test of Basic Skills. The Iowa Test of Basic Skills is a 
comprehensive, standardized test that measures achievement in basic skills 
including vocabulary, comprehension, and spelling, the subtests used in this 
study. The vocabulary test measures word meaning and concept development. 
Items on the vocabulary test present a word in context followed by four 
definitions from which the student chooses. The Reading Comprehension test 
features reading passages of various types followed by multiple-choice questions. 
The Spelling Test items include four words and asks the student to either identify 
the misspelled word or choose the correct item. The evidence for reliability and 
validity is solid with reliability coefficients ranging from .70 to .90 (Kramer, J. & 
Conoley, J ., 1992) . 
Research Hypotheses 
Four research hypotheses were tested to compare the reading and spelling 
performance of the RR students with comparison students. Two hypotheses 
tested the rate of placement in special education and retention. These hypotheses 
are: 
1. The text reading level scores of the RR group who successfully 
completed the RR program in the first grade will be significantly higher than the 
text reading level of students in the comparison group. 
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2. The reading vocabulary achievement of the experimental group who 
successfully completed the RR program in the first grade will be significantly 
higher than scores of students in the comparison group as measured by the Iowa 
Test of Basic Skills (ITBS). 
3. The reading comprehension scores of the experimental group who 
successfully completed the RR program in the first grade will be significantly 
higher than scores of students in the comparison group as measured by the Iowa 
Test of Basic Skills (ITBS). 
4. The standardized spelling scores of the experimental group who 
successfully completed the RR program in the frrst grade will be significantly 
higher than scores of students in the comparison group as measured by the Iowa 
Test of Basic Skills (ITBS). 
5. The proportion of Reading Recovery students in the first grade cohort 
in 1991-92 who are retained in grades one through three will be significantly less 
than the proportion of comparison students retained in grades one through three. 
6. The proportion of Reading Recovery students in the first grade cohort 
in 1991-92 who are placed in special education in grades one through three will be 
significantly less than the proportion of comparison students placed in the special 
education program. 
Statistical Analysis 
The hypotheses were tested using three statistical tests to determine 
whether there were differences between groups. SPSS: The Statistical Package 
for Social Sciences 6.1 (1995) was used for calculations of all statistics. The 
t test was utilized to compare the scores of the two groups on the three subtests of 
the Iowa Test of Basic Skills. The specific focus of the analysis was to determine 
whether there was a statistically significant (p<.05) difference in the reading 
comprehension, vocabulary, and spelling achievement among students who were 
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in the RR program in the first grade and those who were not. The Mann-Whitney 
U Test was used to determine if the distribution of running record scores of the 
Reading Recovery group differed from the distribution of running record scores 
for the comparison group. The Mann-Whitney U Test is commonly used for 
between-subjects designs with two levels of the independent variable when scores 
represent at least an ordinal level. This nonpararnetric test was used to rank the 
text reading level scores in order to develop a sampling distribution of a test 
statistic (Keiss, 1989) 
The chi-square test was used to determine if there was any relation 
between placement in special education and the program. The basic question 
underlying this test was: Is there a difference between the two groups in the 
frequency of placement in special education? 
Ethical Safeguards and Considerations 
This study was conducted in a manner that protected the anonymity of the 
school division, the schools, and the students who participated in the research. 
The research plan was developed so that there would be no need for the names of 
students, teachers, administrators, or schools. 
The researcher guaranteed to protect the confidentiality of the participating 
students in the informational letter and consent form prepared for parents. In 
addition, the researcher followed appropriate research practices as determined by 
the Human Subjects Review Committee for the School of Education, The College 
of William and Mary, Williamsburg, Virginia. 
Individual reports were prepared by the researcher after the testing for 
each student involved in the study and mailed to parents or guardians. The results 
of this study were made available to the school district administrators responsible 
for the district RR program. This report protected the confidentiality of 
individuals and schools. 
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Surnmazy of Methodology 
The purpose of this study was to evaluate the sustained effectiveness of 
the Reading Recovery Program designed to bring first grade students from the 
bottom 20% of the population to the average reading level of other students in 
their classrooms. The sample population was 41 third and fourth grade students 
from 12 elementary schools in a suburban school district in central Virginia. 
Sixteen of the 22 discontinued 1991-92 Reading Recovery students who 
were still in the district and whose parents gave permission for participation were 
matched with 16 comparison students on six variables. Five hypotheses were 
tested at the .05 level of significance to determine whether there were significant 
differences between the Reading Recovery and the comparison groups on the 
dependent variables of text reading level, reading vocabulary, reading 
comprehension, spelling, and proportion of students placed in special education. 
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CHAPTER4 
The Results 
This chapter presents the findings of a comparative study designed to 
examine the long-term effects of Reading Recovery on fourth-grade age students 
who were identified as being in the bottom 20% of their first grade classes in 
reading. 32 subjects were assessed on eight variables: text reading level, 
reading comprehension, vocabulary, and spelling, frequency of grade retention, 
and placement in special education. 
A nonequivalent comparison-group research design was used in this ex 
post facto study. A total of 16 students were in the RR group and 16 students 
who matched individual RR students on six variables (age, gender, race, grade, 
and first grade CogAT score) were assigned to the comparison group. Subjects 
in the study represent an accessible population located in 12 elementary schools in 
a school district in a metropolitan area. Data were analyzed using three statistical 
tests to determine whether there were differences between groups. SPSS: The 
Statistical Package for Social Sciences 6.1 was used for calculations of all 
statistics. The t test was utilized to compare the scores of the two groups on the 
three subtests of the Iowa Test of Basic Skills. The t test can be used to 
compare the two independent groups despite the sample not being randomly 
selected, but the extent to which the results can be generalized is limited (Kiess, 
1989, p. 250). The specific focus of the analysis was to determine whether there 
was a statistically significant (p < .05) difference in the reading comprehension, 
vocabulary, and spelling achievement among students who were in the RR 
program in the first grade and those who were not. 
The Mann-Whitney U Test was used to determine if the distribution of 
running record scores of the RR group differed from the distribution of running 
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record scores for the comparison group. The Mann-Whitney U Test is 
appropriate for between-subjects designs with two levels of the independent 
variable when scores represent at least an ordinal level. This test was a substitute 
for the t test since scores on the text reading level measure were not at the ratio or 
interval level. This nonparametric test ranked the text reading level scores in 
order to develop a sampling distribution of a test statistic (Kiess, 1989) 
The chi-square test was used as a test of significance to determine if there 
was a difference between the two groups in the frequency of placement in special 
education. 
Scores on four tests administered to subjects when they were in 
Kindergarten, first grade, second grade, and third grade were analyzed to 
determine if initial differences existed between the groups when subjects were in 
their first year in school and to indicate differences after the treatment as students 
progressed through succeeding grades. A t test was used to analyze scores from 
the Metropolitan Readiness Test administered to all kindergarten students; the 
Cognitive Abilities Test (CogAT), administered to all students in the first and 
third grades; and the Iowa Test of Basic Skills, given to all second grade 
students. 
Data Analysis and Findings 
Findings of Tests for Initial Differences 
Because of the nonequivalent groups design utilized in this study, data 
were collected on student performances on assessments in kindergarten, first, 
second, and third grades. Scores were analyzed statistically to determine if 
differences other than the independent variable existed before the post test 
measures were administered. Specifically, t tests were run on scores for both 
groups on the following assessments. 
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Tables 3 through 6 present mean scores of the tests analyzed for initial 
differences between the RR and comparison groups. Table 3 indicates mean 
scores of 403.44 for RR students and 398.13 for comparison students on the 
MRT. Mean scores on the first grade CogATwere 94.9 (RR) and 96.19 
(comparison). Table 5 displays the mean scores for the second grade ITBS: 22.5 
for RR students and 25.18 for comparison students. Mean scores for the third 
grade CogAT are presented in Table 6: 91.69 (RR) and 90.27 for comparison 
students. 
67 
Reproduced with permission of the copyright owner.  Further reproduction prohibited without permission.
Table 3 
Metropolitan Readiness Test CMRTl Findin~s 
Variable Number of Cases Mean 
RR 16 403.44 
Comparison 15 398.13 
t test for Equality of Means 
Variances t- value df 2-Tail Si~ 








SE of Diff CI for Diff 
8.26 (-11.589' 22.197) 
The mean MRT score for the Reading Recovery group was 403.44 (s = 25.30) 
and 398.13 (s = 20.21) for the comparison group. The means did not differ 
significantly, t (29) = .64, p > .05. 
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Table4 
First Grade Cog AT Scores 
Variable Number of Cases Mean 
RR 16 94.94 
Comparison 16 96.19 
t test for Equality of Means 
Variances t-value df 2-Tail Sig 








SE of Diff CI for Diff 
2.47 ( -6.296, 3.796) 
The mean first grade CogAT score for the Reading Recovery group was 94.94 
(s = 6.97) and 96.19 (s = 7.01) for the comparison group. The means did not 
differ significantly, t (30) =-.51, p > .05. 
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Table 5 
Iowa Test of Basic Skills. Grade Two. Reading Comprehension Score 
Variable Number of Cases Mean 
RR 14 22.50 
Comparison 11 25.18 
t test for Equality of Means 
Variances t-value df 2-Tail Sig 








SE of Diff CI for Diff 
3.23 (-9.375, 4.011) 
The mean reading comprehension score on the second grade ITBS for the 
Reading Recovery group was 22.50 (s = 9.64) and 25.18 (s = 5.25) for the 
comparison group. The means did not differ significantly, t (23) = -.83, 
p > .05. 
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Table6 
T test for Third Grade CogAT 
Variable Number of Cases Mean 
RR 16 91.69 
Comparison 15 90.27 
t test for Equality of Means 
Variances t-value df 2-Tail Sig 








SE of Diff CI for Diff 
4.53 (-7.855, 10.697) 
The mean score on the third grade CogAT for the Reading Recovery group was 
91.69 (s = 9.86) and 90.27 (s = 15.03) for the comparison group. The means 
did not differ significantly, t (29) = .31, p > .05. 
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Results of Statistical Testing 
Initially, 22 RR students were identified as successful or discontinued 
Reading Recovery students. Of that number, 21 students were still available in 
the district to participate in the study. Parents of 17 students granted permission 
for their children to participate in the study. One of the 17 students had 
transferred to another school district but the parents were willing to transport their 
child to the district for testing. One student was dropped from the study because 
of missing data from the three ITBS subtests. These numbers indicate a loss of 
27% of Reading Recovery subjects from the original1991-92 cohort group. 
Table 7 indicates mean scores of 18.12 for vocabulary, 23.31 for reading 
comprehension, and 16.31 for spelling for students who received Reading 
Recovery instruction. Mean scores for matched comparison students who did not 
receive Reading Recovery services but were low-achieving students in the first 
grade were 16.37 for vocabulary, 19.93 for reading comprehension, and 18.68 
for spelling. 
The standard deviation for the RR group in vocabulary was 6.39, in 
reading comprehension it was 7 .82, and in spelling the standard deviation was 
7.28. The comparison group who did not receive RR individual tutoring had a 
standard deviation of 5.93 on vocabulary, 9.24 on reading comprehension, and 
7.15 on spelling. 
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Table? 
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Research Hn>othesis One. Hypothesis One proposed that there would be 
a significant difference in the Text Reading Level of RR students and students in 
the comparison group as measured by a running record. A Mann-Whitney U Test 
was run to analyze the differences in the groups on oral reading. Table 8 presents 
the frequencies and mean ranks from the text reading level as determined by the 
running record. As a result of this analysis, the research hypothesis was not 
accepted. There was not a significant statistical difference between the 
intervention group and the comparison group (U = 89.0, p > .05). Students who 
received individual tutoring in RR instruction did not read at a higher text reading 
level than comparison students who did not receive tutoring. 
Table 8 










Mann Whitney U -Wilcoxon Rank Sum W Test 
Exact 
2-Tailed P 
Corrected for ties 
u w z 2-Tailed P 
89.0 225.0 .1486 -1.4979 .1342 
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Research Hypothesis Two. Hypothesis Two proposed that there would 
be a significant difference between the two groups in reading vocabulary as 
measured by the Iowa Test of Basic Skills. To assess this variable of the study 
and to test the research hypotheses, at-test for independent groups was 
conducted. Table 9 indicates that reading vocabulary scores of the RR group did 
not differ from the comparison group. 
Table9 
t -test for Reading Vocabulary 
Variable Number of Cases Mean SD SEofMean 
RR 16 18.12 6.39 1.60 
Comparison 16 16.37 5.93 1.48 
t -test for Equality of Means 
95% 
Variances t-value df 2-Tail Sig SE of Diff CI for Diff 
Equal .80 30 .428 2.18 (-2.700, 6.200) 
The mean reading vocabulary score for the Reading Recovery group was 18.12 
(s = 6.39) and 16.37 (s = 5.93) for the comparison group. The means did not 
differ significantly, t (30) = .80, p > .05. 
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Research Hypothesis Three. Hypothesis Three proposed that there would 
be a significant difference between the two groups in reading comprehension as 
measured by the Iowa Test of Basic Skills. To assess this variable of the study 
and to test the research hypotheses, a t test for independent groups was 
conducted. Table 10 indicates that reading comprehension scores of the Reading 
Recovery group did not differ from the comparison group. 
Table 10 
t test for Reading Comprehension 
Variable Number of Cases Mean SD SEofMean 
RR 16 23.31 7.82 1.95 
Comparison 16 19.94 9.25 2.31 
t test for Equality of Means 
95% 
Variances t-value df 2-Tail Sig SE of Diff CI for Diff 
Equal 1.11 30 .274 3.03 (-2.809, 9.559) 
The mean reading comprehension score for the Reading Recovery group was 
23.31 (s = 7.82) and 19.94 (s = 9.25) for the comparison group. The means did 
not differ significantly, t (30) = 1.11, p > .05. 
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Research Hypothesis Four. Hypothesis Four proposed that there would 
be a significant difference between the two groups in spelling as measured by the 
Iowa Test of Basic Skills. To assess this variable of the study and to test the 
research hypotheses, a t test for independent groups was conducted. Table 11 
indicates that spelling scores of the Reading Recovery group did not differ from 
the comparison group. 
Table 11 
t -test for Spelling 
Variable Number of Cases Mean 
RR 16 16.31 
Comparison 16 18.69 
t -test for Equality of Means 
Variances t-value df 2-Tail Sig 








SE of Diff CI for Diff 
2.55 (-7.587, 2.837) 
The mean spelling score for the Reading Recovery group was 16.31 (s = 7.28) 
and 18.69 (s = 7.15) for the comparison group. The means did not differ 
significantly, t (30) = -.93, p > .05. 
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Research Hypothesis Five. The proportion of Reading Recovery students 
in the first grade cohort in 1991-92 who are retained in grades one through three 
will be significantly less than the proportion of comparison students retained in 
grades one through three. 
Results of Hypothesis Five. This hypothesis was dropped from the study 
because the selection of matched subjects rendered the hypothesis untestable. 
Research Hypothesis Six. The proportion of Reading Recovery students 
in the first grade cohort in 1991-92 who are placed in special education in grades 
one through three will be significantly less than the proportion of comparison 
students placed in the special education program. 
Results of Hypothesis Six. A two tailed chi-square test was used to test 
the hypothesis that there would be a difference in the frequency of placement in 
special education of RR and comparison groups. This test compared the 
observed and expected frequencies which are recorded in Table 12. The chi-
square results indicate there was no significant difference of the nominal data, 
frequency of placement in special education, and group variables. Specifically, 
there was no significant difference in the number of students who were placed in 
special education between the two groups. Consequently, Hypothesis Six is not 
accepted. RR students who receive individualized tutoring do not exhibit a lower 
placement rate in special education than comparison students who do not receive 
individualized tutoring. 
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Table 12 















Placement rates in special education were computed for RR and 
comparison groups. Twelve percent of the RR group required special education 
services beyond the first grade after the RR intervention. Six percent of the 
comparison students required special education services. These percentages 
suggest that more RR students require special education services than comparison 
students although not significantly more. 
Summruy 
Six hypotheses were tested using three statistical tests. The Mann 
Whitney U Test was used to analyze the oral reading scores, the t test for 
independent groups was used to analyze the scores on reading vocabulary, 
reading comprehension, and spelling from the ITBS, and the chi square was used 
to analyze the frequency of placement in special education. Longitudinal data 
from achievement tests taken in grades K - 3 were analyzed using the t test for 
independent groups, and no initial differences in the groups were found. 
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CHAPTERS 
Discussion 
This paper contributes to the body of research on the sustained effects of 
Reading Recovery (RR). The study compared the reading achievement of fourth-
grade age RR students to matched subjects served by Chapter I in the first grade. 
Student achievement of the nonequivalent groups was compared on a number of 
variables that included reading comprehension, vocabulary, spelling, text reading 
level, and placement in special education. 
This study attempted to evaluate the sustained effects of Reading 
Recovery instruction on the reading achievement of fourth-grade age students. 
Few studies have evaluated the sustained effects of Reading Recovery beyond the 
third grade. The accessible population included 16 Reading Recovery students 
and 16 comparison students matched on five variables: age, gender, ethnic 
identity, grade placement, and score on the first grade Cognitive Abilities Test. In 
addition, statistical tests run on four variables investigated initial differences 
between the two groups. Chapter Four presented the results of the four tests. No 
statistical significant differences between the RR and comparison groups emerged 
on any one of the following variables: Metropolitan Readiness Test, Grade K; 
Cognitive Abilities Test (CogAT), Grade 1; Iowa Test of Basic Skills, Grade 2; 
and CogAT, Grade 3. 
Chapter 5 includes the major findings and conclusions of the study as well 
as a discussion of alternative explanations. The chapter concludes with 
recommendations and implications for future research. 
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Limitations of this Study 
Several limitations should be considered when interpreting the results of 
this study. A small accessible population (n = 16) in one school system formed 
the experimental group. Random selection and larger groups would have 
increased statistical power but were not options for the researcher. This post-test 
only design matched subjects to create a comparison group that was post hoc, 
nonequivalent in nature. This design presents the possibility that the findings of 
the study resulted from selection differences between the two groups (Cook & 
Campbell, 1979). Attrition of six students from the original cohort of 
discontinued RR students occurred: one student moved from the district, one 
student missed the administration of the ITBS, and four students were lost 
because parents did not grant permission for participation in the study. It is not 
known how this loss of subjects affected representation. In addition, the 
instruments used may not have been sensitive enough to measure differences 
between the two groups. The Text Reading Level measure has been criticized 
because the text levels do not represent interval scale scores. 
Findings and Conclusions 
The fundamental question of this study was, "Do Reading Recovery 
children sustain an average level of reading achievement four years after the RR 
intervention?" Studies from New Zealand and Ohio State document the sustained 
effects of the Reading Recovery program as a program that can accelerate at -risk 
children to the average level of their cohort group and can reduce the need for 
grade retention and special education (Clay 1993; Pinnell et al., 1988). The 
hypotheses of this study were grounded in the findings of Pinnell et al.; however, 
the results of the hypotheses testing described here do not support those studies. 
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Results of Hypotheses Testin& 
Hypothesis One. In order to evaluate the sustained effectiveness of the 
RR program, Hypothesis One compared the text reading levels of the RR and 
comparison groups. The research hypothesis predicted a significant difference 
between the text reading levels of the two groups as measured by an individually 
administered running record or oral reading assessment. The outcome of the 
Mann Whitney U Test resulted in an inability to support the research hypothesis. 
Students who received the RR intervention were not able to read at higher text 
levels than students in the comparison group. The results of statistical testing 
indicate that there is no difference between the RR group and the comparison 
group in text reading level. Students in both groups read at Level 26 or above 
except for four RR and two comparison students. Level 26 is identified as the 
fourth grade level of the Scott, Foresman and Company special practice texts 
(1979) used in the oral reading test. 
Research Hypothesis Two. Hypothesis Two predicted a significant 
difference between the two groups in the reading vocabulary as measured by the 
Iowa Test of Basic Skills. There was no significant difference in vocabulary 
scores of the RR group and the comparison group. Mean differences were not 
statistically significant and Hypothesis Two was not accepted. 
Research Hypothesis Three. Hypothesis Three stated that RR students 
would score higher on the reading comprehension subtest of the ITBS than the 
comparison students. The findings from the t-test procedure resulted in no 
statistical significant differences between the treatment and comparison groups. 
In this study, the RR intervention appeared to have no sustained effects on the 
reading comprehension of at least half of the RR students as demonstrated on the 
ITBS, a standardized achievement test. 
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Research Hypotheses Four. The prediction that spelling scores of RR 
students would be significantly higher than the spelling scores of students in the 
comparison group was not supported by the statistical tests. The outcome of the 
statistical procedure resulted in a failure to support the research hypothesis for 
spelling. There was no significant difference in the spelling scores of RR and 
comparison groups. It would appear that the RR program in this study did not 
contribute to a student's ability to spell more effectively than the Chapter I 
instruction contributed to the ability of comparison students to spell. 
Research Hypothesis Five. Hypothesis Five stated that the proportion of 
Reading Recovery students in the first grade cohort in 1991-92 who were retained 
in grades one through three would be significantly less than the proportion of 
retained comparison students. Of the 16 RR students, two were retained in the 
first grade after receiving Reading Recovery instruction and two were retained in 
the third grade. Four RR students were third grade students in 1994-95 and were 
matched with four comparison students who were also third graders. This 
hypothesis was dropped from the study because the selection of matched subjects 
rendered the hypothesis not testable. 
Hypothesis Six. The proportion of Reading Recovery students who were 
placed in special education, or learning disabilities program (LD), in grades one 
through four was not significantly less than the proportion of the comparison 
students placed in the LD program. One RR student received LD instruction in 
1992-93 which was the year following Reading Recovery instruction. Two RR 
students were placed in LD classes in grades three and four, as compared to the 
placement of one comparison student in the LD program. 
Summruy of statistical testing. In summary, statistical testing of six 
hypotheses demonstrated no significant differences between the RR and 
comparison groups on any dependent variable. While the 75% of the RR group 
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scored at the fourth grade level or above on the text reading level measure, 50% 
of the RR group scored in the bottom quartile on the standardized reading test. 
Eighty-eight percent of the comparison group scored at the fourth grade level or 
above on the text reading level, while 44% scored in the bottom quartile on the 
standardized reading test. Performance of both groups on the ITBS subtests 
indicates below average performance. The average text reading level for fourth 
grade students in the district was not available for comparison purposes, but 
according to Pinnell (1989) the average band on the text reading level measure for 
fourth graders is between eighth and eleventh grade reading levels. One (n = 1) 
RR student was able to read at the eighth grade level with 90% accuracy in this 
study as compared to three (n = 3) comparison students. 
Further Analysis. In this study, the results of statistical tests did not find 
significant differences between the experimental and comparison groups on any of 
the dependent variables. The performance of the RR students was comparable to 
that of comparison students who did not receive the intensive intervention 
treatment. An additional analysis of the scores from the ITBS was performed to 
further understand these results. Data were available from the school district to 
allow a comparison of subjects' performance to national quartiles and to the 
district cohort of fourth grade students. 
RR students performed at the average level of their classmates in the first 
grade when the students successfully completed the RR program. RR and 
comparison students scored closer to average as fourth graders on the oral reading 
test than on the standardized reading test. An analysis of the frequency of RR and 
comparison scores in each of the four quartiles found that most subjects scored 
below the 50th percentile on the standardized reading test. The analysis further 
determined that 50% of RR students and 44% of comparison students were in the 
bottom quartile in reading comprehension as compared to 9% of all fourth grade 
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students in the school system. In other words, observed scores of half the RR 
students ranged between the first and 24th percentile. Furthermore, 14 RR and 
comparison students or 88% of each group scored below the 50th percentile in 
reading comprehension. 
Table 13 
Observed Proportions of Subjects Scoring Below the 50th Percentile 











The frequency of the two groups performing in the bottom quartile on 
reading comprehension was tested for statistical significance using the chi-square 
test. No significant differences between the RR and comparison groups were 
revealed by the statistical testing. 
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Table 14 


















In conclusion, there were not significant differences between the two 
groups in the number of students who scored in the bottom quartile on the ITBS 
reading comprehension subtest. Students who received the RR intervention 
scored at the same levels as students in the comparison group who did not have 
RR instruction. 
lntemretations 
In examining the results of this study, one has to ask why Reading 
Recovery, an intervention that is supported by a substantial body of research, 
failed to show predicted effects. Few longitudinal studies exist of RR beyond the 
third grade, and those available show mixed and conflicting results. Studies by 
RR researchers demonstrate sustained effects of RR at the fourth-grade level 
(Pinnel et al., 1988; Clay, 1993), but other studies have not found evidence of the 
stability ofRR effects (Donley & Baenan, 1993; Shanahan & Barr, 1995). 
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Possible explanations for the lack of significant differences which indicate that RR 
students in this study did not sustain learning gains from first grade RR 
intervention include the following possibilities. 
Alternative Explanations 
Inexperience of teachers. 1991-1992, the year the subjects were in 
Reading Recovery and first grade, was the first year of teaching Reading 
Recovery for four of the five RR teachers. At the same time these teachers were 
introducing an innovation to their schools, RR teachers were learning as they 
were teaching. Chall's (1983) research found that teachers bring old practices to 
the implementation of new programs. Data gathered from follow-up interviews 
and a questionnaire in this study indicated that RR teachers may have been 
influenced by traditional beliefs and practices in selecting children for and 
discontinuing children from RR services. RR teachers claimed that classroom 
teachers' perceptions regarding children identified initially as at-risk children may 
have stigmatized RR children and restricted their progress beyond the frrst grade. 
RR teachers observed that classroom teachers identified children for Chapter I 
services and retention in grade even though end-of-the year evaluations of RR 
children demonstrated that the children were reading on grade level. This could 
explain the high number of RR children referred to Chapter I after the frrst grade. 
While fewer students were retained in grade or placed in special education, RR 
students did receive additional supplementary instruction beyond first grade. Ten 
RR students received remedial instruction in Chapter I classes beyond the first 
grade as compared to eleven comparison students placed in Chapter I. Thus, 62% 
of the RR students in this study were referred to additional supplementary 
services beyond the RR intervention provided in the first grade. 
This discrepancy between classroom teachers' perceptions of RR 
students' abilities and the actual literacy performances of students was observed 
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by Askew and Frazier ( 1994 ). Askew and Frazier found that classroom teachers' 
perceptions of future progress in reading were lower for RR students than a 
random group of students identified as reading at the average grade level. 
Change in instructional practices is related to teacher experiences in the 
classroom and their beliefs about new practices (Guskey, 1986). Teachers will 
change their beliefs about a practice after they have observed positive outcomes as 
a result of changed instructional practices. Further, researchers have discussed 
the effect of teachers in training on student success and progress rate (Lyons and 
Beaver, (1995). Lyons and Beaver found that the rate of students who 
successfully completed the RR program increased as teachers gained more 
experience. The number of lessons required for students to be successful also 
decreased with teacher experience. Thus, more students are accelerated to reach 
the average reading level of their classes in a shorter period of time. Research has 
also suggested that experience in teaching low-achieving students improves 
teachers' ability to make efficient and effective decisions (Lyons, Pinnell, & 
DeFord, 1993). This suggests that RR teachers through experience improve in 
identifying the specific instructional needs of children and matching those needs 
with appropriate instruction and materials so that learning rates of children are 
accelerated. 
To explore possible explanations for the findings, a follow-up survey and 
interviews gathered the perceptions of Reading Recovery teachers in the school 
district. RR teachers surveyed and interviewed were those who assisted with 
administering the text reading level tests and who were RR teachers when subjects 
were first graders. Reading Recovery teachers reported that procedures for 
discontinuing students have been refmed since the year when subjects received 
RR. Through years of experience, teachers now are able to accelerate student 
learning and discontinue students in less time than during the initial year, 1991-
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92. RR teachers explained that during the year that subjects received RR 
instruction, the "students were allowed to be discontinued too soon. Now we do 
differently. Students were discontinued at Level 10 which may not have allowed 
[children enough time] to develop a self-extending system. Now students 
typically go beyond Level 10 before being discontinued" (RR teacher comment 
from interview, September, 1995). Indeed, the success rate for discontinuing RR 
students had improved in 1993-1994 as compared to 1991-92 in Table 5.1 
Table 15 

























Fading effect. Studies of other early interventions have documented a 
fading phenomenon after the intervention with treatment and control groups 
showing no difference on follow-up tests (Natriella et al., 1990). The fading of 
cognitive and affective learning gains from early interventions has been a 
persistent problem with disadvantaged students as they progress through 
elementary grades. Slavin ( 1989) analyzed preschool programs and also found 
diminishing effects through elementary school. While some researchers have 
concluded that temporary interventions may not produce permanent changes in 
cognitive abilities, other researchers have described early intervention as a "first 
action in a chain of interactions" (Barnette & Escobar, 1987, p. 406). 
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Another perspective from longitudinal studies of the Perry Preschool 
Project suggests that gains for the treatment group may not be observed until 
years after the treatment, as late as age 14 (Natriella et al., 1990). Perhaps the 
long-term differences of Reading Recovery have yet to be evidenced since these 
Reading Recovery students have not left elementary school. 
To gather additional data regarding the performance of RR and 
comparison students in the classroom, classroom teachers of subjects were 
surveyed. Teachers were asked to compare the reading performance of subjects 
to other students in the classroom. Specifically, classroom teachers were asked to 
classify subjects as either below average, average, or above average readers as 
compared to classmates. This survey of classroom teachers' perceptions of 
students' ranking or status in their classrooms found that 56% of RR students 
were identified as being below average in reading as compared to other students in 
their classrooms. Teachers indicated that 38% of the RR students were in the 
average group of readers in their classes. Classroom teachers rated 44% of the 
comparison students as being below the average of their classmates in reading. 
Fifty percent of comparison students were perceived as being average readers by 
their classroom teachers. This general perception of RR students could have 
restricted the continued progress of students. 
Incongruency of classroom and RR instruction. The premise of RR is 
that children from any type of classroom instruction will benefit from the 
intensive tutorial instruction. Fraatz ( 1987) argued, however, that improving the 
achievement of some children may require changing the classrooms that structure 
their learning. Critics of RR (Barr & Shanahan, 1995) have suggested that 
Clay's approach "places little demand on the system to change" (p.982). 
Furthermore, American schools are different from schools in New Zealand where 
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there is strong compatibility between the "instructional goals, teaching strategies, 
and materials used in RR and in the classroom" (p. 983). 
Lyons and Beaver (1995) observed changes in classroom teacher practices 
that are significant in supporting RR students' progress. Students' text reading 
levels increased significantly as a result of classroom teaching practices that were 
congruent with the philosophy and instructional practices of Reading Recovery. 
One such practice is assigning materials that are at a student's instructional level, 
the level that challenges but does frustrate the learner (Spiegel, 1995). Other 
studies have found that RR had not made a significant difference in the teaching 
behaviors of K -1 teachers particularly in regards to "matching children to 
appropriate text level" (Center et. al., 1995, p. 259). Poor readers are frequently 
assigned materials that are too difficult (Johnston and Allington, 1991). 
It is hard to compare effects of RR and classroom instruction since 
matched comparison students do not necessarily come from the same classrooms 
as the RR students (Shanahan & Barr, 1995). RR and classroom effects are 
confounded both during the intervention and after. However, research studies of 
Reading Recovery have identified five characteristics of RR instruction that are 
effective in beginning reading instruction (Hiebert, 1994b). These attributes are 
phonemic awareness, deliberate instruction, high expectations, repeated reading 
of text, and experimenting with letter/sound correspondences through writing. If 
students in this study were not in classrooms that emphasized best practices in 
beginning reading instruction, that could possibly explain the low scores on ITBS 
vocabulary, comprehension, and spelling subtests. 
Classroom teachers were asked to identify the level of basal reading text 
assigned to RR and comparison students. Most classroom teachers in this school 
system used basal reading materials for reading instruction. In the case of the two 
teachers who did not utilize basal reading materials, those teachers were asked to 
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identify a text that their student had just completed and to indicate whether or not 
the student was reading on grade level or not. 81% (n= 13) of RR students were 
assigned to basal materials on their grade level and 19% (n = 3) were assigned to 
below grade level material. The proportion of comparison students placed in 
grade level materials was the same as the RR proportion. If the students in this 
study were placed in materials since first grade that were too difficult for them, 
that practice could help explain why RR students did not sustain the average 
reading levels demanded by the ITBS reading comprehension subtest. According 
to the classroom teacher textbook assignment, half of the RR students (n = 2) 
who read below grade level on the text reading level measure (below Level 26) 
were placed in reading materials that were too difficult for them. 
Systemic change in innovation. Clay ( 1994) emphasized that successful 
implementation requires organizational changes within the school and 
sociaVpolitical changes within the system, especially funding changes. Change 
takes time and the more complicated the change, the more effort needed for 
quality results (Fullan, 1991 ). Therefore, systems must allow for a "period of 
protectionism" (Clay, 1994, p. 138) until the innovation is established because 
systems go through a period of destabilization during the implementation of an 
innovation. Innovative programs have failed or disappeared after brief trials 
because support in training classroom teachers and educating administrators was 
not provided. 
Shanahan and Barr (1995) charged that RR has little impact on students' 
classroom experiences. These researchers claimed that continuity is important in 
sustaining learning gains. If school leaders do not monitor student progress, plan 
for teacher training and accountability, and allocate necessary resources, then the 
probability of sustained learning gains for RR students decreases. Resources for 
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"additional maintenance support" (p. 990) beyond RR may be necessary in some 
schools because of the diminishing effects of Reading Recovery after ftrst grade. 
Instrumentation problems. One theoretical explanation could be that the 
standardized test, or ITBS, does not accurately measure the real reading abilities 
of students. Reading Recovery instruction emphasizes the practice of reading 
skills and strategic reading where children become independent readers who can 
read extended text for meaning. Standardized reading tests usually do not provide 
authentic reading texts, tasks, or contexts. However, many school systems 
across the country continue to use standardized tests as primary instruments for 
assessing achievement of children (Ramaswami, 1995). RR instruction and 
classroom instruction that emphasize the application of literacy skills in authentic 
and meaningful contexts do not break down the teaching of skills in the same 
fashion that standardized tests break down the skills in the testing situation. 
Research has demonstrated that the effects of whole language and basal 
reader instruction on standardized tests are about equal (Stahl and Miller, 1989). 
The standardized test scores of children who receive whole language instruction 
are not affected negatively. Children who have acquired a self-extending system 
of reading strategies should be able to apply acquired skills to a standardized 
reading test. 
Evaluators of local Reading Recovery projects have observed that RR 
students perform at lower levels on standardized tests than on the text reading 
level (Gregory, Early, & O'Donoghue, 1992; Ramaswami, 1995). One 
explanation arises from the test administrator's observations noted during the 
administration of the third grade ITBS in this study. Anecdotal notes in the 
administrator's journal indicated that students seemed tired, frustrated, or 
unmotivated during the last half of the 45-minute reading comprehension test. 
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Students in this study could have demonstrated a negative attitude toward 
the test because the reading level was too difficult for them. This would be a 
logical explanation for the four RR and two comparison students whose Text 
Reading Level score was below grade level. On the other hand, lack of 
motivation or a negative attitude could also explain the extreme scores of two RR 
and three comparison students who scored below 10 on the ITBS reading 
comprehension test but read on grade level on the oral text reading level measure. 
Reliability of the Text Reading Level score was questioned by Shanahan 
and Barr ( 1995). These researchers criticized the use of mean gain scores from 
book levels because the scale of scores derived from the text reading level 
measure does not represent equal intervals. Another reliability problem springs 
from differences noted in the readability estimates assigned to the various levels 
and the "real difficulty as estimated by students' actual reading performances" (p. 
979). Researchers (Hiebert, 1994b) have criticized the use of the Text Reading 
Level measure as a primary criterion for success of Reading Recovery students 
because the Text Reading Level is an oral reading test that focuses on word-level 
accuracy and does not measure comprehension or automaticity which is related to 
comprehension. Therefore, the outcome of the Text Reading Level scores could 
be explained by the weakness with the scale rather than the lack of effect. 
Impact of environmental factors. Research has found that heredity and 
environment affect the development of children and thus can affect the stability 
and maintenance of early intervention efforts (Barnette & Escobar, 1987). 
Reading Recovery can change students' status in the classroom by accelerating 
students from the bottom of the class to the average level of reading through 
intensive one-to-one tutoring. But, some students still come from homes that may 
offer little or no support for literacy activities and practice. In this study, 56% of 
Reading Recovery students were from low socioeconomic homes and received 
94 
Reproduced with permission of the copyright owner.  Further reproduction prohibited without permission.
subsidized lunches at school. N atriella et al. (1990) suggested that the 
incompatibility of the school environment with the home environment of some 
disadvantaged children does not support long term gains. Furthermore, parents' 
level of schooling and the mother's education particularly are connected to the 
child's academic performance 0Nashington & Bailey, 1995). Short term learning 
gains are more likely to become long-term gains if parents stay involved. The 
possibility exists in this study that environmental factors may have depressed the 
effects of the RR program. 
Recommendations 
A body of research documents the effectiveness of Reading Recovery in 
bringing children from the bottom of the first grade class to the average reading 
level of their classmates. The effectiveness of Reading Recovery emerges from 
instruction that integrates reading and writing experiences, provides intensive 
interaction between the teacher and the child, and matches the reading abilities and 
interests of the individual child with carefully selected reading materials and 
instruction. The instructional framework scaffolds learning experiences that 
promote application of reading and writing strategies. The RR teacher monitors 
progress decisively and responds with instruction that accelerates a child's 
progress. These theoretical underpinnings promote the effectiveness ofRR as an 
intervention for first grade children at-risk of failing to read. The problem lies in 
sustaining those learning gains as RR children progress through the elementary 
grades. 
Innovative programs that increase the per pupil expenditure as 
dramatically as Reading Recovery are held accountable by administrators and 
policy makers who judge the effectiveness in terms of sustained benefits. What 
do the results of this study suggest to school administrators who are 
contemplating the implementation of Reading Recovery? That only 16 Reading 
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Recovery subjects were available could affect the generalizability of this study and 
findings must be considered in light of the limitations discussed earlier in this 
chapter. However, the findings of this study support a recent analysis of research 
that failed to find sustained effects of Reading Recovery (Shanahan & Barr, 
1995). 
Administrators who have implemented RR or are considering its 
implementation should realize that the RR intervention during the first grade may 
not be enough to sustain children at the average level of their classmates across the 
elementary grades. A continued investment of time and attention to RR students 
may be essential in assuring that RR children sustain learning gains of the first 
grade intensive tutoring. School administrators should continue to consider 
implementation of Reading Recovery as an effective intervention program for 
children who struggle to learn to read. However, RR is not a quick fix (Pinnell, 
Fried, & Estice, 1990; Allington & Walmsley, 1995), nor is it the only strategy 
for addressing the problem. Furthermore, school leaders can help to increase the 
likelihood of sustained effects by attending to the following recommendations. 
Continuing Sul?port 
The results of this study suggest that former RR students may need 
continuing support beyond the first grade in order to sustain reading performance 
at grade level. Lessons learned from longitudinal studies of other early 
intervention programs have emphasized that the duration of an intervention is a 
key variable in learning gains (Brown, 1978). The research of Reynold et al. 
(1991) concluded that "early intervention directs children toward school success 
rather than makes them successful per se" (p. 414). Zigler emphasized that 
preventing the fade-out phenomenon depends on continued efforts that keep the 
momentum going for years after an early intervention (Drennan, 1995). 
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Chall et al. (1990) found in a study of low-income children's literacy 
levels, that efforts of teachers and administrators are more crucial at the fourth 
grade level and beyond because literacy development begins to fade. Continuous 
support provided by classroom teachers should include monitoring student 
progress; assigning reading texts at appropriate instructional levels; checking to 
see if students employ reading strategies, and providing direct strategy and skill 
lessons that continue to reinforce and add to the repertoire of RR students. 
Research studies of Reading Recovery identified five characteristics of Reading 
Recovery instruction that are effective in beginning reading instruction (Hiebert, 
1994b). These attributes are phonemic awareness, deliberate instruction, high 
expectations, repeated reading of text, and experimenting with letter/sound 
correspondences through writing. Hiebert recommended that these instructional 
elements of Reading Recovery instruction could be applied to small group 
instruction. 
Home-School Collaboration 
According to Chall et al. (1990), children who struggle to learn require 
continuous support from the home as well as the school. Parents of low-income 
children are less likely to help their children with school work often because they 
lack the literacy skills. Children who receive weaker support from the school and 
home are likely to experience difficulty with development of language and 
literacy. School efforts to involve families in literacy development should 
continue after RR instruction with attention given to incentives for frequent 
reading at home, provision of reading materials for children without books at 
home, and opportunities for training parents. 
RR Staffing 
Other studies of RR that have not found sustained effects have 
recommended that school divisions should consider, if possible financially, 
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implementing RR in a way that would provide enough teachers for full coverage 
for schools rather than implementing a one teacher per school policy (Baenen et 
al., 1995). When this policy guides implementation, more than one teacher at a 
given school serves the bottom quartile. One teacher in a school with high 
numbers of at-risk children cannot serve but the lowest-perfonning children; this 
affects the proportion of RR children who successfully complete the program. 
RR Beyond First Grade 
Other strategies to increase the success of RR students include the idea of 
extending services to children who do not complete the RR program by the end of 
the first grade (Baenen et al., 1995). RR instruction in summer school extends 
services to those who enter RR too close to the end of the school year to 
successfully complete RR and it helps to decrease or prevent regression over the 
summer of at-risk children. RR instruction continued in 2nd grade could address 
the problem of providing an intervention before a child is ready particularly for 
those children who come to school with little or no literacy experiences. 
Implications for Future Research 
The fmdings failed to demonstrate sustained effects of RR through the 
fourth grade as the study had hypothesized. However, the results are important 
because of the paucity of studies that have evaluated the sustained effects of 
Reading Recovery. Several points should be made. RR Students in this study 
were part of the first group of RR students in a division that had just implemented 
RR. Since the implementation of the RR program, changes and improvements in 
the instructional program in primary classrooms and in RR have been instituted. 
Since 1991-92, for example, RR teachers have provided training to grade teachers 
in (a) the reading and writing process and (b) how to administer running records 
to assess text reading level. In addition, the system has provided reading 
materials that allow teachers to match students' text reading level with appropriate 
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materials. Guidelines for selection of RR students and for discontinuing students 
have been refined to increase the number of students who are successful in RR 
with fewer lessons. A future study of sustained effects of Reading Recovery in 
this school system may deliver positive results since schools wjth strong 
curriculum programs generally have more success with Reading Recovery (Ross 
et al., 1995). 
Future studies should investigate effective organizational structures that 
support the continued progress of RR children across the elementary and 
secondary grades. Likewise, policy and funding mechanisms that provide 
adequate support for Reading Recovery at the first grade level and continued 
maintenance for children beyond the first grade should be studied. 
A need exists for future studies to determine what specific factors within 
diverse settings contribute to the sustained success of former Reading Recovery 
students. If Reading Recovery is dependent on a number of factors working in 
concert, not on one or two working in isolation, then research to identify what 
factors work and with whom could help schools to maintain learning gains. For 
the students in the 1991-91 RR program, the findings seem to support what other 
research has suggested. A short-term intervention no matter how early or how 
robust may not be enough to prevent the washing out of effects or guarantee the 
long-term cure (Zigler, 1983; Shanahan & Barr, 1995, Glynn, 1992, Donley & 
Baenen, 1995, Chall et al., 1990). 
Summary 
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In summary, this study failed to demonstrate sustained effects of the Reading 
Recovery program four years after the intervention. The findings were discussed and 
the results interpreted within the limitations of the study's research design. This study 
presents additional support for future research to determine how to make Reading 
Recovery more effective in maintaining learning gains. 
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February 27, 1995 
Parent or Guardian of 
----
Dear Parent or Guardian of 
----
____ participated in the Chapter 1 Program during the 1991/1992 school year. Some of the 
participants received Reading Recovery instruction in addition to standard Chapter 1 services. 
We want to know how helpful the Reading Recovery Program has been. To do this we need to compare 
·the achievement of 24 students who received Reading Recovery in 1991/1992 with the achievement of 24 
who did not. Ms. Jan Rozzelle, a doctoral candidate at the College of William and Mary, will help us 
conduct a study of the long-term effectiveness of the program. In her dissertation, she will describe how 
test results of students who received Reading Recovery instruction compare with those who did not. This 
kind of comparison will help us determine how well Reading Recovery works. 
We need your help as well. May we include ____ in our study of the long-term effectiveness of 
Reading Recovery? 
All participants in this study will be given an oral reading test called a "running record"; this test takes 
about an hour to complete. All third graders in the study will be given three additional tests (spelling, 
vocabulary, reading comprehension), which will take about 90 minutes. We will work with school 
principals to arrange convenient times for the children to take these tests. Your child's test results will be 
shared with you, the school principal, and your child's teacher so that the three of you can determine how 
we11 your child is doing and whether or not additional help is needed. The test results will not affect your 
child's grades, and any formal report of this study will not disclose your child's identity. 
____ 's participation in this study will help us determine the effectiveness of the Reading Recovery 
Program. With information on the effectiveness of this program, we can then decide how best to help 
other children as they start school. · 
.,., 
If you agree to have participate in this study, please sign the attached pennission fonn and 
return it to our office by March 8. We've enclosed a postage-paid envelope for your convenience. If 
you have any questions or concerns, please feel free to call. If we are not available when you call, please 
leave your name and telephone number, and we will get back to you soon. Thank you. 
Respectfully, 
Dr. - L_-_j 
Educational Specialist-Federal Programs 
Dr. (_-__) 
Educational Specialist-Assessment 
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1995 READING RECOVERY STUDY 
PARENT PERMISSION FORM 
February 27, 1995 
Dear Parent or Guardian: 
Please complete and ret~m this permission form to our office by March 8. We've enclosed 
a postage-paid envelope for this purpose. If you have any questions, please feel free to call 
one of us. 
Thank you. 
Respectfully, 
Dr. _______ (_-__) Dr. (_-_) 
Educational Specialist-Federal Programs Educational Specialist-Assessment 
I, , give my permission for 
----~----~~--~~~~~~ (Parent/Guard1an Name) 
to be included in the 1995 Reading Recovery 
(Student Name) 
study. All participants in this study will be given a 
running record, which takes about an hour to complete. 
All third graders in the study will take three additional 
tests (spelling, vocabulary, reading comprehension), which 
will take about 90 minutes. Test results will be shared 
with me, the school principal, and my child's teacher 
to help us determine how well.my child is doing and 
whether or not additional help is needed. The test results 
will·not affect my child's grades. Any formal report of 
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